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Abstract 
 
This thesis examines how Indonesian EFL (English as Foreign Language) 
teachers understand and implement co-existing curricular reforms of school-based 
curriculum and prescribed character education. The two curricular reforms have 
different modes of framing. The former offers more opportunities for teachers to 
develop amended curriculum and to make judgment in accordance with school 
context while the later requires teachers to incorporate the Ministry of Education and 
Culture’s (MOEC) stipulated values in classes.  
Theoretical concepts are adopted to explore teachers’ understanding regarding 
the reforms, teachers’ reported dilemmas to implement the reforms and their 
resolution to address the structural aspect and relational conditions in classes.  
Hence, Bernstein’s (2000) concepts of pedagogic discourse, recontextualisation, 
classification and framing, and Fransson and Grannas’s  (2012) concept of 
dilemmatic space informed the theoretical exploration of how these official reforms 
are filtered through teachers’ own values and their professional conditions of work. 
Besides, this study uses other related sociological theories to strengthen its 
theoretical framework, such as ideologies intervening curriculum and curricular 
reform in contemporary societies, teachers’ professionalism to address any curricular 
reform, and how curriculum affects pedagogic relation.  
Teacher participants were recruited from two educational sectors – state and 
private schools – to reflect the stratified status and work conditions of the Indonesian 
workforce. Data collection included classroom observations of nine teachers with 
repeated follow up interviews. The nine teachers comprise four state school teachers 
and five private Islamic school teachers. The data was generated in Bahasa 
Indonesia. Prior to analysis, the interview and class observation data were transcribed 
and translated into English. The data were then analysed based on the themes derived 
from the related theories.  
This thesis found no evidence of resistance towards the character education 
policy. Teachers suggested character education as the answer for them to address 
current social problems. Despite teachers’ support for the character education policy, 
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the two different groups of teachers reported different dilemmas and resolved these 
through different recontextualisation models in their enactment of the same 
curricular reforms. The state teachers who received systemic investment in their 
professional learning and pragmatic training were able to develop the curriculum as 
intended, while the curricular reforms were absent in the practice of the private 
Islamic school teachers. Moral education is shown to operate through both the 
regulative and instructional discourses on a number of levels. Teachers in both 
sectors used their recontextualisations and improvisations to infuse religiosity in their 
EFL classes in a number of ways.  
This study makes a contribution to the global literature on teacher 
professionalism and EFL teachers’ work in a non-Western setting with a differently 
structured workforce. It also offers practical implications for how systems might 
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The table below is a list of key terms and abbreviations with their meanings 
related to the context of this study.  
Terms Meanings related to the context  
C Classification  
CBC Competency-based Curriculum 
Certification Certification is a portfolio examination of incumbent civil servants and Non-
civil servant teachers which is conducted as formal proof to recognise 
teachers’ competence in their professional duties—to teach and serve 
education. It is administered annually.   
CE  Character education, a recent policy issued by Ministry of Eucation and 
Culture that requires schools teachers to infuse specified values through 
classroom activities.  It was formally introduced in 2010 and was 
reformulated in the 2013 curriculum  
CLT Communicative Language Teaching  
CoP Community of Practice 
EFL English as a Foreign Language 
ELT English Language Teaching 
F Framing 
GBBP Indonesian teaching guide or curriculum outline   
Honorary teachers Non-civil servant teachers who are working in public schools  
ID Instructional Discourse  
KTSP 
 
Kurikulum Tingkat Satuan Pendidikan (KTSP) or School Based Curriculum 
(SBC) is a curriculum which is constructed by school leaders. KTSP or SBC 
curriculum encourages school leaders to design curriculum that might be 
unique from other schools in terms of infused values and local content. 
LCC Local content curriculum 
MGMP Community of Practice  
MOEC  
 
Ministry of Education and Culture, the official authority regulating 
education in Indonesia.   
MORA  
 
Ministry of Religious Affairs,  the official authority regulating religion-
based schools including madrasah 
Non-PNS teachers  
 
Non-civil servant teachers who are employed by school but have the 
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PCI Problem-Centred Interview 
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Chapter 1: Context of the study  
1.1 INTRODUCTION  
Indonesia is a relatively new nation with a large diverse population embracing 
different ways of life, ethnic identities, religions, and languages. Such diversity has 
produced a more complex national educational system than that of other countries. 
Since achieving independence in 1945, Indonesia’s education system has undergone 
frequent curriculum reform to address emerging agendas. These reforms continue to 
change with the competing demands and challenges of the twenty first century. 
These frequent curriculum changes rely on teachers, as the very heart of education, to 
adapt their work practices. Teachers of English as a Foreign Language (EFL) face 
particular challenges in terms of how they might cope with change in the flurry of 
curricular reforms and still stay true to their professional principles. This thesis seeks 
to understand how EFL teachers negotiate the recent introduction of a moral 
curriculum policy within the context of another recent reform to introduce school-
based curriculum in Indonesia. 
An understanding of the political, historical, religious, and cultural context in 
Indonesia relevant to the research problem of the study will be built in this chapter. It 
begins with an overview of Indonesia’s Unity in Diversity motto, the composition of 
Indonesian society, and how such composition shapes Indonesia’s educations system 
and curricular reforms. This chapter examines the moral basis of national education 
and reports on societal values and beliefs that have influenced the curriculum of 
Indonesian schools. Following this, Indonesia’s history of curriculum reforms is 
explored with regard to changes in the emphasised values over time. This history of 
attempts by the Indonesian people to reformulate education over time highlights how 
dominant groups have influenced and shaped which values are legitimated in 
education and the curriculum changes that have addressed values in education. The 
current curriculum reform that has mandated character education (CE) as a 
component to be embedded in all subjects is then outlined. To further contextualise 
the study, this chapter also outlines the stratified nature of the Indonesian teaching 
workforce and the nature of English Language Teaching (ELT) in Indonesia. The 
metamorphosis of ELT in Indonesia across a series of curricular reforms is explored 
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to provide a clearer picture of EFL teaching and learning in Indonesia. These various 
conditions and agendas cohere in the question of how EFL teachers in different 
sectors negotiate the curricular reforms around CE issued by the Ministry of 
Education of Culture (MOEC). The thesis problem is then outlined with the research 
questions and the significance of this study. A final section addresses my own 
subjectivity as researcher and my own professional stakes in these issues.  
1.2 INDONESIA, UNITY AND DEVELOPMENT  
This section gives an overview of the composition of the Indonesian 
population.  The national consensus of Bhineka Tunggal Ika, or ‘unity in diversity’ is 
also discussed in this section. By looking at the diverse elements of Indonesian 
society, the values of the dominant culture that have influenced Indonesian education 
can be identified.  
Indonesia is a very large country in both population and geography. With 
237,641,326 inhabitants (Badan Pusat Statistik Republik Indonesia, 2010), the 
Indonesian population is the fourth largest in the world after China, India and the 
United States. The huge geographical area of this country (See Figure 1-1), 
stretching 5,120 kilometres from east to west between the Pacific and Indian Oceans 
(Perera & Baydoun, 2007), has resulted in marked differences in ways of life, ethnic 
identity and tradition, and local languages. There are 1000 different ethnic and sub-
ethnic groups living in Indonesia’s 17,000 islands (Nuh, 2011). The diversity of the 
Indonesian population is particularly evident in the country’s linguistic profile. 
Indonesia is home to 726 languages, of which 719 are considered living languages. 
These living languages constitute 10.45% of all living languages worldwide 
(Venables, McNevin, Daniel, Sarre, van Oorschot, & Walsh, 2011). 
Among the thousand ethnic and sub-ethnic groups, the Javanese, Sundanese, 
Malay, Batak, and Madurese are the  largest. These groups account for 68.4% of the 
total Indonesian population (Ananta, Arifin, & Bakhtiar, 2005). The two largest 
ethnic groups were originally from Java Island, whereas the Malay and Batak were 
the ethnic groups originally living on Sumatra Island. Madurese live partly in East 
Java as the Madura Island lies considerably closer to Java. Hundreds of other ethnic 
groups are spread across sparsely populated islands such as Kalimantan, Sulawesi, 
West Papua, and other smaller islands. While the five largest ethnic groups live in 
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the west part of the country, Indonesian people are spread more sparsely across the 
eastern part. Of the islands, Java is the most populated, with 57.5 % of the 
Indonesian population (Badan Pusat Statistik Republik Indonesia, 2010).   
 
Figure 1-1 Indonesian Archipelago retrieved from 
http://www.worldatlas.com/webimage/countrys/asia/lgcolor/idlarge.gif. Free copyright 
Despite being the dominant ethnic group on Java Island, Javanese people have 
also spread throughout the archipelago. The Javanese population can be found in 
significant numbers in all other provinces (Suryadinata, Arifin, & Ananta, 2003). 
Historically, since early colonial times in the archipelago (the 17th century), the 
Javanese have been the most prominent ethnic community in Indonesia (Robertson-
Snape, 1999). The spread of the Javanese was deliberately initiated by the Japanese 
during the colonisation era (1942-1945). At that time, the Japanese labour (romusha) 
recruitment system sent many Javanese to the other islands. After the declaration of 
independence in 1945, the Indonesian government reinstituted the colonization 
program under the name of ‘transmigration’ in order to reduce the population density 
of particular Islands (Tirtosudarmo, 2009). This program has encouraged people to 
migrate from the densely populated islands such as Java, Bali and Madura to less 
populated islands throughout Indonesia.   
In addition to formal transmigration programs, there has been extensive 
migration without government involvement. Besides the Javanese, other ethnic 
groups have also migrated from their ethnic enclaves for economic reasons (Van 
Lottum & Marks, 2010). Migrations have resulted in the spread of certain cultures 
across Indonesia. Many regions have become multi-cultural places in which people 
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from the different ethnic groups and religions interact, producing multi-cultural 
blends of traditional indigenous culture with ‘new-comer’ influences. In certain 
areas, however, such interaction has often been a cause of conflict (Barron, Kaiser, & 
Pradhan, 2009).   
As multilingual country, Indonesia has adopted an official unifying language, 
Bahasa Indonesia or Indonesian language (Sneddon, 2003). Prior to the achievement 
of independence in 1945, this language had been the lingua franca for youth across 
the Indonesian archipelago. Since independence, the Indonesian language has been 
the national language and medium of instruction in schools across the nation.  
Given the spread of the Javanese throughout the country, Javanese culture has 
shaped Indonesian culture (Duncan, 2008). The cultural dominance of the Javanese 
has been reinforced since independence (Robertson-Snape, 1999). As a consequence, 
despite official efforts to present a broad multi-ethnic picture in many contexts, the 
Javanese have tended to dominate positions of power in the state (Cribb, 1999). The 
Javanese political domination peaked in the New Order era when President Suharto 
controlled the government (Sutarto, 2006). Suharto, Javanese himself, instilled 
various Javanese cultural constructs in the Indonesian bureaucracy and education 
system including: (1) the principle of conflict avoidance; (2) the principle of respect; 
and (3) the ethic of harmony (Heyward, 2009). Another simple indicator of Javanese 
political domination is that besides Suharto—who controlled the government for 32 
years (1965-1997)—all Indonesian presidents have been Javanese (Soekarno, 1945-
1965; Wahid, 1998-1999, Megawati, 1999-2004; Susilo Bambang Yudhoyono, 
2004-2014), with one brief exception (Habibie, 1998-1999) who was from the Bugis 
ethnic group (Suryadinata, 2002).  
In terms of religion, the Indonesian government officially recognizes and 
authorises five world religions. Indonesian citizens are required to identify as 
believers of one of those five religions on their Kartu Tanda Penduduk (KTP or 
identity cards (ID card) (Robinson, 2011). From such identifications, Islam is 
considered to be the dominant religion of Indonesia, with 87.8% of the population 
adhering to the religion (Hefner, 2009), giving Indonesia the world's largest Muslim 
population (Porter, 2002). In addition, 8.9% identify as Catholics or Christians, 
1.60% identify as Hindus, and 1.51% as Buddhists or other religions (Shah, 2005).   
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In spite of the Javanese and Islamic dominance, the majority of Indonesian 
people subscribe to Pancasila as a national ideology (Park, 2012). Pancasila is a set 
of five principles: belief in one God; just and civilised humanitarianism; national 
unity; consensual democracy; and social justice for all Indonesians. The widespread 
agreement on Pancasila is the result of the government’s concerted effort to cultivate 
these five principles and to require all parties, social and religious organisations to 
adopt the state doctrine of Pancasila (Liddle & Mujani, 2005).   
In addition, the Indonesian people also uphold the 1945 Constitution’s motto of 
Bhinneka Tunggal Ika or Unity in Diversity as a national consensus (Hellwig & 
Tagliacozzo, 2009). In combination, the ideology of Pancasila and the spirit of 
Bhineka Tunggal Ika are believed to unify the diversity and accommodate the 
different cultures, ethnicities and religions around the country. With Pancasila and 
Bhineka Tunggal Ika, Indonesia as a nation considers itself a family (kekeluargaan) 
in which people share a burden (gotong royong, the values constraining 
individualism), and subordinate the individual’s or groups’ interest to achieve mutual 
agreement (mufakat) (Heyward, 2009). Hence, being a family means that Indonesian 
people are required to see other Indonesians as members of a family who help each 
other without discriminating on the grounds of race, religion or ethnic background.  
1.2.1 Threats and challenges to Indonesia’s unity and development 
The constitutional consensus of Unity in Diversity, however, is not a panacea 
for Indonesia. There remains ongoing problems of internal conflicts and systemic 
corruption that endanger the unity and development of Indonesia. Internal conflicts 
and corruption are important to report in this thesis because these problems have 
forced Indonesian educators to highlight the importance of character education 
(Datta, Jones, Febriany, Harris,  Dewi, Wild, & Young, 2011). Likewise, internal 
conflicts and corruption are mentioned in The Handbook of Character Education 
(Kemendiknas, 2011) as reasons why the Indonesian people have considered the 
introduction of character education.   
Internal conflicts    
From a Western point of view, Indonesia is typically seen as a relatively poor 
country with a history of violent internal conflict (Ross, 2005). There are numerous 
“vertical and horizontal” conflicts happening in Indonesia (Singh, 2006, p.87). 
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Vertical conflicts are those between one or more groups of people against the state or 
government around separatism and self-determination since independence. In 
contrast, ‘horizontal conflict’ refers to intergroup conflicts in the form of ethnic, 
communal or religious conflicts that have erupted many times (Singh, 2006).  
The bids for separatism launched by different groups of people have mostly 
been precipitated by the uneven distribution of political power and economic 
opportunities. In the early 1950s, the Darul Islam movement controlled significant 
areas on Java, Sumatra and Sulawesi for several years, while fighting for an Islamic 
state. Then in the late 1950s, a series of the anti-central regional rebellion launched 
the Revolutionary Government of the Republic of Indonesia (PRRI) in Sumatra and 
the Universal Struggle Charter (PERMESTA) in North Sulawesi. These movements 
aimed to install a government more sympathetic to the interests of the Outer Islands 
(Cribb, 1999).  
Separatism issues continued to emerge after 20 years of Indonesian 
independence. In the new-order era (1965-1998), the country suffered from several 
civil wars. Gerakan Aceh Merdeka (GAM) of The Freedom Aceh Movement 
challenged the Indonesian government’s control over Aceh province, with ongoing 
conflict across three decades, from 1971 to 2002 (Ross, 2005). At the same time, 
East Timor was struggling for freedom from Indonesia and gained independence in 
2002. Then, in the reformation era, an independence movement was launched in Riau 
province and Ambon. A current issue is West Papuan separatism, which is voiced by 
the Papua Freedom Movement (OPM) (King, 2004; Wee, 2002).   
Similarly, horizontal conflicts are common in this multi-cultural country.  In 
the early years after independence (1950s and 1960s), communal conflicts erupted 
between the political interests of various parties with conflicting ideologies and 
political platforms, “to champion unitary versus federal political processes as well as 
the central place of Islamic law versus one that is essentially secular in character” 
(Singh, 2006, p.85). The internal conflict of 1965 resulted in half a million people, 
mainly communists, being killed (Robertson-Snape, 1999). 
 To explain the rising intensity of violence after the fall of Suharto in 1998, 
numerous interpretations can be drawn from the literature. First, the ethnic conflict 
coincided with changes in the society (Purdey, 2006). More specifically, the shift 
from Suharto’s autocratic political structure to a more democratic system “has made 
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different ethnic or religious elites stake their claim, often in violent ways”, to exert 
influence on behalf of their people in the new democratic Indonesia (Barron, Kaiser, 
and Pradhan, 2009, p.699). Second, the main cause of the violence may be political 
and economic, but the exploitation of ethnic and religious sentiments has 
strengthened such motives because such sentiments are considered effective ways to 
evoke solidarity (Manan, 2010). Third, the issue of separatism which is mostly 
launched by groups outside Java are related to the population being more 
concentrated in Java while other broad areas suffer from a lack of attention and 
services from the government, including education. Discrepancies of income among 
provinces also contribute to the political tensions between the central authority and 
the regions such as South Moluccas, Riau, and West Papua (Singh, 2006; Wanandi, 
2002). Fourth, the internal conflicts which emerged more frequently after Suharto, 
are understood to have resulted from weak leadership of the reformed Indonesian 
government in combination with a wave of fragmented religious, ethnic and regional 
identities among Indonesian people. Schulte Nordholt (2009) explained that, after the 
fall of Suharto, the ideology of Pancasila was challenged by the euphoria of 
recovering fragmented ethnic identities as the result of democratisation, 
decentralisation, and reformation. Further, he argued that Indonesia needs a strong 
and stable government to maintain a national identity in spite of groups’ identities. 
Indonesia’s history of conflict is not unique. Similar problems have been 
experienced by other multiethnic countries in the world (Bertrand, 2004), such as 
Burma, Philippines, and Thailand (Duncan, 2008; Taylor, 2002); and the previous 
Soviet Union, Yugoslavia, and Czechoslovakia, each of which have broken up into 
small countries (Cribb, 1999). Several attempts had been made by the Indonesian 
government to condemn or mitigate such conflicts through educational means. In the 
later sections of this chapter, I explain how education has been used as a medium to 
mitigate ethnic identities in Indonesia, more particularly, how curricular reform has 
aimed to energise the national identity, as well as enhance the nation’s economic 
competitiveness.      
Corruption 
Besides struggling to cope with diversity, Indonesia has suffered from systemic 
corruption. This section reviews the corruption or “the misuse of public office for 
private gain” (Treisman, 2000 p. 399) in Indonesia. The Indonesian people’s struggle 
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against corruption, and how this movement has informed Indonesian people’s 
expectations of education will also be presented. 
A study on corruption conducted by Gupta, Davoodi and Tiongsong (2000) 
found that corruption adversely affects the provision of public social services directly 
and indirectly. Because of corruption, the investment in human capital as well as 
government revenue is reduced, which in turn lowers the quality of public services 
such as health and education. Corruption practices erode investment and a nation’s 
economic growth (Bardhan, 1997) and also make individuals politically apathetic 
and reluctant to pay taxes. Corruption practices have weakened the Indonesian 
government’s ability to improve welfare provisions (Blunt, Turner, & Lindroth, 
2012; Olken, 2006). Paul Wolvowitz, a former United States Ambassador to 
Indonesia, U.S. Deputy Secretary of Defence, and President of The World Bank, 
argued that corruption has impaired Indonesian development: 
Today, one of the biggest threats to development in many countries –
including this one—is corruption. It weakens the systems, it distorts the 
market, and it therefore encourages non-productive skills. In the end, 
governments and citizens will pay a price, in lower incomes, lower 
investment, and more volatile economic swings. This is a lesson that 
Indonesia learned the hard way. (Wolfowitz, 2006, p.6) 
Corruption was thus understood to have impaired Indonesia’s capacity to 
recover from economic collapse and to have been the major threat to the nation’s 
development. However, Wolvowitz recognised the desire amongst Indonesian people 
for change as a pivotal aspect for Indonesia’s future:  
The good news is that in Indonesia, the social and economic achievements of 
the last forty years have created a demand for government that works. The 
people of Indonesia recognize that with transparent and accountable 
governance, they stand a better chance of reducing corruption ... of 
improving their quality of life ... and securing a better future for their 
children. (Wolfowitz, 2006, p.6) 
The anti-corruption movement has been growing since the early years of 
Suharto’s new order regime and the government responded to this movement by 
establishing an anti-corruption committee in the 1970s (Setiyono & McLeod, 2010). 
The movement has continued to grow though the committee at that time was not 
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really effective. Demonstrations demanding the eradication of corruption 
mushroomed not only at the national level but also at the provincial, local 
government, and village levels. People’s demands to eradicate corruption have been 
voiced through students’ street rallies and demonstrations, civil society organisations, 
and a number of non-government organisations including the Indonesia Corruption 
Watch (ICW), MTI (Masyarakat Transparansi Indonesia or Indonesian Society for 
Transparency) and IPW (Indonesia Procurement Watch). These movements have 
focused on the struggles against corruption in the public sector and the fight for 
greater transparency (Davidson, 2007; Setiyono & McLeod, 2010). 
Unfortunately, corruption in Indonesia is still systemic, characterised by 
extensive bribery, extortion and embezzlement. Corruption in Indonesia is 
considered difficult to eradicate because it has permeated all law enforcement 
agencies such as police, attorneys and judges (Marut, 2014; Schütte, 2008). To a 
varying degree corruption in all the Indonesian provincial public services has 
adversely affected government services for its people (Blunt et al., 2012). For 
example, the government of Indonesia estimates that the revenue lost through 
corruption in the management of natural resources is costing the country up to US $4 
billion annually, or around five times the annual budget for the Indonesian 
Department of Health (UNDP, 2008). In other words, if corruption was stopped there 
would be more money to build prosperity. 
Hence, combating corruption has become a central element in the rhetorical 
campaign of Indonesian governments since the fall of the Suharto regime. 
Nevertheless, people’s expectations for change have been repeatedly denied 
(Sherlock, 2002). In spite of reformation efforts, Indonesia is still perceived to be a 
very corrupt country. In 2011, the Corruption Perception Index (CPI) carried out by 
Transparency International places Indonesia in 100th position out of 183 countries, 
with a score of 3.0, where a score 10 would indicate a highly ‘clean’ or non-corrupt 
country. The good news was that, compared with the previous year, Indonesia’s rank 
showed significant progress.   
In conclusion, Indonesia’s continued progress toward higher living standards 
and democracy relies on the success of efforts to reduce corruption, and strengthen 
law enforcement (Schütte, 2011). The call for a clean government with a clean 
government apparatus has been voiced by the people of this country for more than a 
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decade. In 2010, there was awareness among Indonesian society that the most 
effective way to reduce corruption would be through education. Thus the 
community’s struggle against corruption became a call for Character Education 
(CE). CE refers to the effort to instil important core values in curriculum.  Groups 
within Indonesian society have pushed the government to implement CE at school 
explicitly in order to eradicate corruption (Datta et al., 2011). Since then, the 
implementation of CE has become a priority in this country, as indicated by its 
inclusion in the National Development Plan 2005-2015.  This push for CE has grown 
from broad concerns about: increasing crime; the perceived loss of morals in children 
(Haling, Sudirman, & Mohd Meerah, 2011); widespread corruption; the threat of 
national disintegration; the loss of national values; and growing ignorance of the five 
principles of Pancasila (Kemendiknas, 2011).  In this light, the curricular reform of 
2010 requiring assertive CE in every classroom lesson is much more than an 
educational matter; however, it is ultimately left to educators to implement.  
The case of Indonesia and its attempt to address internal conflict and to 
promote social cohesion through educational means is similar to the cases in many 
different countries like Ukraine, Russia (Janmaat & Piattoeva, 2007), Australia, 
Hungary, Netherland, Sweden, and Switzerland (Kerr, 1999). CE was also advocated 
as a way to eradicate economic crime in the United States (Smith, 2006; Turiel, 
2002) and China (Yu, 2004), and to reverse a perceived decline in moral standards in 
Britain (Arthur, 2005). Hence, education in many different settings, including 
Indonesia, has been asked to address morality as a national problem.     
1.3 BASES AND FUNCTION OF NATIONAL EDUCATION IN 
INDONESIA  
This section outlines the Indonesian education sector. It includes legislative 
basis, education structure, and the official aims of educational provision. The 
growing state regulation of education will demonstrate the expectation of particular 
school outcomes by the Indonesian government.  
The Act of the Republic of Indonesia, Number 20/2003 on the National 
Education System Article 2, states that National Education in Indonesia is to be 
based on Pancasila and the 1945 Constitution of the Republic Indonesia. As 
explained above, Pancasila or the code of five principles for national life was 
designed to hold together religion (belief in one God), humanitarianism, national 
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unity, democracy, and social justice. Meanwhile, the 1945 Constitution of the 
Republic of Indonesia requires the government to organize and run a national 
education system that strengthens the people’s faith and piety to God the Almighty 
and builds their moral character in order to enhance the intellectual capacity of the 
nation.   
Schooling in Indonesia thus has an explicit goal to educate learners in such a 
way that they be religious and humanistic as well as nationalist. In Article 1.1 of the 
Education Act, education in Indonesia is meant to be a conscious and well planned 
attempt to create a learning environment and learning processes for learners to 
develop their full potential to acquire spiritual and religious strengths, develop self-
control, personality, intelligence, a moral and noble character, and skills so that they 
can contribute to the future of the nation. In other words, national education in this 
country seeks not only to enhance learners’ intellectual capacity, capability, 
competence and creativity but also to develop learners’ potential so that they become 
religious, and possess a noble character while being able to adapt to global change. 
The institution of the school in Indonesia, therefore, is expected to build learners’ 
moral/spiritual capacities and dispositions:  
National Education functions to develop the capability, character, and 
civilization of the nation for enhancing its intellectual capacity, and is aimed 
at developing learners’ potentials so that they become faithful and pious to 
one and only God; who possess morals and noble character; who are healthy, 
knowledgeable, competent, creative, independent; and as citizens, are 
democratic and responsible. (Kemendiknas, 2003, 2:3)  
All formal schools including both the secular schools and madrasahs (Islamic 
schools) in Indonesia are subject to this education law. The government requires 
schools and educational providers to be aware of their responsibilities in facilitating 
teaching and learning activities which enhance learners’ competences and potentials 
in order to develop a noble character.  
To meet the expectations which were articulated in the 2003 Education System 
Act, schools in Indonesia offer not only secular subjects but also religion subjects to 
learners. Both religion and secular subjects are taught because the general aim of 
education in Indonesia is the enhancement of “faith and piety” and of “morals and 
noble character” together with the recognition of “local religion and culture” and 
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“the dynamic of global development” (Leirvik, 2010, p.1044). Further, Taher, the 
Minister of Religious Affairs from 1993 to 1998, explained that religious education 
is introduced to “support the religious needs of the students and strengthen their 
faith”, and secondly, to “promote respect between followers of different faiths, inter-
religious harmony, and national unity” (Leirvik, 2004, p.228).  Hence, besides 
strengthening students’ faith, religious subjects aimed to introduce the value of 
tolerance and Indonesian’s principle of unity in diversity.  
On this latter point, Indonesian education should be considered to be different 
from that of many other nations. The Indonesian educational system has religious 
values and a moral agenda deeply embedded in its structure. Further, the 2010 
curricular reform in which CE was introduced gives morality even more importance. 
With this reform, religiosity and morality are no longer the domain of religion and 
citizenship subjects. These aspects are to be transmitted through all subjects.    
1.3.1 Administration and management of the education system in Indonesia 
The administration and the management of education differ between countries.  
This section explains the parallel Indonesian education systems, the differences 
between these systems, and people involved in school management. The complex 
nature of teaching workforce and its internal stratification are evident in Indonesia’s 
education.  
In terms of secular and religious schooling, Indonesia has a unique educational 
system. Two ministries regulate formal education from basic to higher education: the 
Ministry of Education and Culture (MOEC) and the Ministry of Religious Affairs 
(MORA) administer notionally secular schools and religious schools (madrasah and 
schools of any other religion) respectively. This dualism produces two education 
systems in Indonesia: (1) the secular or Sekolah system which is under the MOEC; 
and (2) the religious or madrasah System which is controlled by the MORA 
(Amirrachman, Syafi’i, & Welch, 2009). The MOEC and MORA adopt exactly the 
same structure for their school systems, a 6-3-3-4 system, that is, six years of 
primary, three years of junior secondary, three years of senior secondary, and four 
years of tertiary education. Graduates of the madrasahs can continue to study at 
schools controlled by MOEC and similarly graduates from MOEC schools can 
further their study at MORA schools (UNESCO, 2011). In contrast to madrasahs that 
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recruit only Muslim children, the secular state schools cater for all students, 
regardless of their religion. The madrasahs operate a differently balanced curriculum. 
Most obviously, hijab (veils for Muslim females) is compulsory for Muslim female 
students at the madrasahs but not at the state schools.  
Historically, this dualism came about because of the battlefield of ideology 
between Islamists and nationalists in Indonesia (Parker & Raihani, 2011). In the 
early years after the independence of the nation, madrasahs, which have been mostly 
managed by Islamic organisations, used to teach Islamic subjects for more than 50% 
of the school curriculum. Then, in 1979, the Three Ministers’ Decree (the Minister of 
Education, the Minister of Internal Affairs,and the Minister of Religious Affairs) 
obliged madrasahs to adopt a secular curriculum. Since then, the madrasahs or any 
schools under MORA have been required to teach secular subjects such as maths, 
languages, social studies, natural sciences, arts education and national ideology for 
70%, and Islamic subjects for 30% (Zuhdi, 2006). In state schools under the MOEC, 
a religion subject is also taught, but not given as much time as in madrasahs. More 
specifically, in public schools, a religious subject is taught to adherents of the five 
officially-recognised religions: Islam, Protestant Christianity, Catholicism, Buddhism 
and Hinduism (Amin, 2013; Leirvik, 2010). In the case of private schools, the 
proportion of religious subjects depends upon the schools’ stakeholders. If a private 
school is owned by an Islamic or Christian organisation, the religious subject’s 
proportion within the curriculum can be larger than that of the state schools (Bangay, 
2005). Hence, any study of Indonesian education needs to consider this dual system 
of education. 
Although Indonesia has two systems of education, the larger proportion of 
students is administered by the MOEC. According to the 2011/2012 statistical data 
issued by MOEC, the number of students in junior high schools was 9,425,336 
(Kemendikbud, 2013) and based on the 2011 UNESCO report, MORA enrolments 
constitute approximately only 20% of total school enrolments. By contrast, the 
remaining 80% of Indonesia’s public and private school enrolments are administered 
by the MOEC.  
Under the MOEC, a significant number of private schools are established by 
Moslem or other religious organisation. In this thesis the term ‘private school’ will 
refer to a school with “non-government ownership, predominantly non-government 
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financing and the direct authority to employ teachers” (Bangay, 2005, p.170). 
Bangay outlines several characteristics of Indonesian private schools. It should be 
understood that the majority of Indonesians regard state schools as the schools of 
first choice while private schools are for those denied access to government school. 
In most cases, Indonesian state junior-high schools have selection procedures 
governing student enrolment. The greatest consideration in this selection process is 
students’ results in national examinations. Therefore, the educational standard of 
performance in Indonesian private schools is typically lower than that in state 
schools and Indonesian private schools typically cater for children from the poorest 
families. In terms of teaching staff, Bangay found that the financial limitations of 
private schools typically produce a “lack of full-time trained teachers” and a reliance 
on part-time teachers (Bangay, 2005, p.170). Similarly, the professional learning of 
teachers becomes the responsibility of the schools’ stakeholders. However, in spite of 
this different resourcing, these schools have to implement the same curriculum.  
In regard to educational management, the whole community (including 
individuals, groups, parents, professional associations and organizations) is now 
required by law to monitor and enhance the quality of education in the interests of 
transparency and accountability (Kemendiknas, 2003). This participation includes 
planning, monitoring, and evaluating educational programs through school 
committees (UNESCO, 2011). School committees work at the individual school 
level to achieve the goals, and to enforce transparency and accountability. Most 
importantly, school committees plan and monitor the budget. School principals are 
not permitted to be the chairperson and all members have equal voting rights 
(Gardiner, 2000).  
These school committees are regarded as the core feature of decentralisation 
policy in Indonesia (Parker & Raihani, 2011). They facilitate society’s participation 
in education and the local people’s control over school management. With these 
committees, the professionalism of school principals and their teachers is not only 
certified by educational boards, but also monitored by the community. Therefore, it 
might be concluded that Indonesian teachers’ professionalism will be more open to 
challenge and scrutiny than it was in the earlier era of centralisation.  
Since the 1990s, the Indonesian government has pursued their “9 year 
education” program aimed at extending compulsory education for all Indonesian 
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children to the end of junior secondary school. Under the MOEC, there are 
significant numbers of junior secondary schools. Throughout Indonesia in 2010, 
there were 17,714 state junior secondary schools and 12,152 private junior secondary 
schools in Indonesia. The state and private junior secondary schools have 6,905,458 
and 2,349,548 students respectively (Kemedikbud, 2013). However, the number of 
private junior high schools in each province varies. In East Java province, the 
province in which this study is situated, the number of private junior-secondary 
school exceeds that of state schools, totalling 1,999 schools with 334,513 students 
compared to 1,592 state schools with 884,392 students (Kemedikbud, 2013). 
Therefore, the state schools have a much larger number of students and they have 
more resources and bigger budgets than the private schools.  
1.4 EDUCATIONAL REFORM AND CURRICULUM CHANGE 
Educational reform is inevitable as national strategies continue to develop. 
Social, political, and market demands have forced much change in educational 
systems throughout the world (Fullan, 2007). A study conducted by Cheung and Pan 
(2006), for example, indicates how changes in China’s society—from socialist 
collectivism to “regulated individualism”—have produced transition of moral 
education in this country (p.37). It is suggested that the concept of regulated 
individualism provides a specific understanding of the state’s struggle in the 
dilemmas between the tolerance of individualism and the preservation of 
collectivism in China’s economic and educational reforms.  
In Indonesia, the process of educational reform has been even more complex, 
since it pits concern about the loss of traditional values against concerns about the 
national economy, the development of science, and technology capacities. In 
addition, heterogeneous local conditions—caused by unevenly distributed 
infrastructure and economic opportunities—mean the shift from centralized to 
decentralised educational planning and practices has been implemented in different 
ways in different areas (Yulaelawati, 2001). Another important consideration is that, 
with Indonesia being such a populous country, changing policy in education is time 
consuming and challenging. Therefore, educational reformation in Indonesia is costly 
in terms of the effort needed to implement change. 
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Despite such challenges, Indonesian government has initiated curriculum 
change more regularly in recent years (see Section 1.4.1).  The main factors of 
curriculum changes in this country are the national politics and global forces. To 
understand how both national politics and global forces have permeated educational 
reform in Indonesia, a brief history of curricular change and current trends in other 
countries is also presented in the following section. 
1.4.1 The history of curricular change in Indonesia: From centralised to 
decentralised policies 
The school curriculum in Indonesia has changed over time. Since gaining 
independence from the Dutch in 1945, the Indonesian National Curriculum has been 
reformed ten times. The first curriculum review was in 1947, and then further 
reforms followed in 1952, 1964, 1968, 1975, 1984, 1994, 2004, 2006, 2010 and 
2013. In 1952, the reform addressed the need of a newly independent country and a 
rural society (Yulaelawati, 2001). So, patriotism became the priority in the 1952 
curriculum. At this time, the curriculum functioned to instil particular values and 
beliefs but was less concerned with the development of science and technology. The 
goals of the curriculum included the explanation of natural phenomena, cultivation of 
aesthetics, and eradication of superstition and violence (Yulaelawati, 2001). In the 
1964 education reforms, a national ideology was emphasised. In this curriculum 
Bahasa Indonesia, as the national language, was also intensively taught to promote 
unity in this multi-ethnic country.  
Then, with the start of the New-Order government, the 1968 curriculum plan 
was constructed to emphasise the national ideology of Pancasila. This curriculum 
aimed for learners to internalise the Pancasila’s five principles.  In 1975, yet another 
curriculum was introduced. There are two striking features of the 1975 curriculum.  
First, this curriculum aimed to intensify instruction in Pancasila to children aged six 
and above, who were to learn the five principles by rote and were instructed daily to 
apply the meanings of the principles to their lives (Hadi, 2002). Secondly, the 1975 
curriculum reform aimed to develop science and technology competence to support 
national development goals (Fearnley-Sander & Yulaelawati, 2008). The 1975 
curriculum, however, failed to meet people’s expectations with regard to these goals. 
in addition, when the 1975 curriculum was underway, the government introduced P4 
training. P4 training is the course which aims to foster the understanding and 
17 
 
Chapter 1: Context of the study  
practice the Pancasila, the 1945 Constitution, and the General Principles of National 
Policies. The training was started for new students in junior and senior high schools, 
universities, (Nishimura, 1995) and was introduced to all sectors of society 
(Budiman, Mangoenkoesoemo, Wardhani, & Utami, 2012.  
 In 1984, the government revisited the previous curriculum, and introduced 
specific instructions for functional and effective learning experiences in school times 
(Machmud, 2011). The 1989 National Educational System Law marked the starting 
point for current educational policy and practice. First, this law extended basic 
education from six to nine years of schooling across primary and junior secondary 
schools. Second, the law issued the design of local content curriculum (LCC). Third, 
the teaching of English in primary education was introduced (UNESCO, 2011).  This 
law played a vital role in the 1994 curriculum reform which reflected the 
government's attempt to adjust to global trends and to give local districts at the 
provincial level more autonomy to meet their needs and reflect their local conditions 
(Yeom, Acedo, & Utomo, 2002). The 1994 curriculum introduced problem-solving, 
critical thinking and inquiry skills to science and technology fields of study 
(Fearnley-Sander & Yulaelawati, 2008). At the same time, the internalisation of 
Pancasila and 1945 constitution in terms of the P4 training was still continued to 
introduce in all level of schooling.  
Unfortunately, there were a number of problems related to the implementation 
of the 1994 curriculum including teachers’ disorientation, the curriculum’s 
complexity (UNESCO, 2011). Teachers were disoriented by the little guidance on 
how the curriculum should be implemented. Furthermore, school inspectors tended 
to be critical rather than supportive, so teachers were further confused and their 
morale lowered. The content of the curriculum was not updated and the curriculum 
became overloaded (Utomo, 2005). As a consequence, teachers became concerned 
with completing curricular targets more than facilitating students’ learning and 
understanding of the curriculum content (UNESCO, 2011).  
In 2004, a curriculum which emphasised learners’ competence was introduced 
to replace the 1994 version. The 2004 curriculum was conceived as a Kurikulum 
Berbasis Kompetensi (KBK) or Competency-based Curriculum (CBC) premised on 
teaching and learning assumptions such as teaching and learning must benefit 
learners, learning is personal, and competence requires students’ initiative and 
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flexible processes. These assumptions affected classroom practice, which now 
required the identification of students’ needs and various teaching materials and 
strategies (Bire, 2011). In terms of values in the curriculum, CBC in Indonesia 
developed a process-oriented approach to teaching multicultural attitudes and 
behaviours such as tolerance, mutual-respect, mutual understanding, and recognition 
of religious and ethnic diversities, as well as cultural differences (Kennedy, 2007). 
To make the 2004 curriculum more ‘polished’, another revision was made in 
2006 when Kurikulum Tingkat Satuan Pendidikan (KTSP) or school-based 
curriculum (SBC) was introduced. With the 2006 curriculum, the educational board 
attempts to articulate and enact the Minister of National Education decrees Numbers 
22 and 23/2006, which establish the Content Standard and the Standard of 
Graduates’ Competence. With this curriculum, schools are encouraged to develop 
their own uniqueness in terms of additional local content curriculum and the schools’ 
values infused through the curriculum (UNESCO, 2011). In this school-based 
curriculum frame, schools and teachers have more freedom to develop and choose 
teaching materials than under the previous centralised policy (in which government 
authorities set curricular material in terms of packed textbooks).    
Then in 2010, the Indonesian government issued the CE curriculum within the 
KTSP/SBC framework. The MOEC stipulates eighteen values. Educators at school 
level are required to nominate one to three of these eighteen values to transmit in 
every lesson. More detailed information about CE will be presented in Section 1.4.3. 
This study, therefore, aims to explore how the two reforms—SBC and CE—are 
understood and enacted when different types of teachers (state school and private 
school teachers) are given more freedom to develop and design curriculum, while 
required to transmit particular values in classroom lessons. This intersection of 
contradictory reforms lies at the heart of this research study.   
1.4.2 Curricular changes in different contexts: Current trend  
The previous section explained how Indonesia has experienced ongoing 
changes in its school curriculum. In this section, a perspective on the overarching 
philosophical problem of curricular change is developed. Then the discussion is 
narrowed to the particular context of Indonesia.  
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Curriculum in different countries is being reformed for the dual purposes of 
preparing youth to face global competition and cultivating and strengthening national 
identities. Yates and Grumet’s (2011) edited collection illustrates how the global 
flows of information have made many countries internationalise their curriculum as 
well as have raised nations’ awareness of fragile national identities. Reviewing 
various empirical studies taken from different parts of the world, Yates and Grumet 
said that “there are both deliberate and also unconscious and tacit themes being 
drawn on as nations confront the contemporary world” (2011, p.244). Yates and 
Grumet draw out three common aspects colouring curriculum formulation in today’s 
world. First, national and global forces have driven curriculum policy makers to not 
only desire learners to develop skills that will permit them to participate in an 
economic culture that spans the globe, but also to develop learners’ sense of loyalty 
and membership in the national community (see Pinar, 2011; Rapoport, 2011; Tan, 
2011). Curriculum is thus considered an important conduit of both national and 
international imaginaries.  
Secondly, most countries now orient their schooling to trends following the 
more global economically competitive nations (Bathmaker, 2011; Karseth & 
Sivesind, 2010). The rising prominence of comparison, benchmarking and policy 
borrowing between countries, and the effect of agendas and publications from 
supranational agencies like the Organization for Economic Co-operation and 
Development (OECD), Programme for International Student Assessment (PISA) and 
The World Bank have been another impetus behind today’s curriculum reforms. 
Such publication of world rankings in educational outcomes has led education 
authorities in most countries to re-evaluate and reform teaching, learning, and 
assessment practice. These forces are impinging in Indonesia as well. The OECD’s 
PISA results on Trends in International Mathematics and Science Study (TIMMS) 
that leads to rankings among countries has been used as a consideration by the 
Indonesian Ministry of Education and Culture (MOEC) to guide  the improvement of 
teaching and learning process, including teachers’ professionalism (Bawesden, 
2014). Additionally, Indonesian curricular reforms have followed the globalisation 
trend in terms of how they seek to equip the next generation to encounter global 
challenges. For example, the intensification of English as a compulsory subject in 
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Indonesian schools indicates that the nation is investing in the global language as an 
important skill to address future challenges.  
Thirdly, the diasporic communities and multiculturalism associated with 
processes of globalisation are becoming more obvious, and these demand 
representation and consideration in school curricula (Tsolidis, 2011). The shift from 
monochrome societies to more diversified societies has prompted a move to 
curriculum that promotes “the equality of all” (Yates & Grumet, 2011, p.242).   
Various nations’ efforts to realign their curriculum suggest that there has been 
a significant wave of curriculum reform, stimulated by the contextual changes in 
international politics, immigration flows, and concern over national identity (Yates & 
Grumet, 2011). These policies on curriculum are driven by a new global 
economically competitive world, anxieties about citizenship, and the loss of cultural 
identity among youth. Governments around the globe have tried to make use of 
globalisation discourse to justify local policy (Mok & Lee, 2003). At the same time, 
the demand for a cohesive moral education to underpin a sense of shared cultural 
identity is emerging. Moral education is believed to play a role in promoting greater 
appreciation of cultural diversity and building a sense of common cultural identity 
(Lee, 2004) 
The reforms in Indonesian curriculum reflect the government’s policy agendas, 
including what ideology to foster and what educational outcomes the government 
expects. As outlined in Section 1.4.1, in the first decade of Indonesian independence, 
the curriculum mainly functioned to introduce a national ideology to evoke 
nationalism and patriotism. However, more recently, curriculum in Indonesian 
secondary schools has become more complex, as it accrues subjects that aim to 
reenergise local or national identities (like Civics, Religious Education, Indonesian 
language subjects and local content) as well as subjects to strengthen the nation’s 
economic competitiveness (English Language subjects and Information and 
Communication Technology (ICT) subjects) (UNESCO, 2011).  
Although Indonesia has become more decentralized after the fall of the military 
regime in the late 1990s, it has set curriculum frameworks in terms of a national 
curriculum rather than local curricula. The frameworks include the selection of the 
CE values transmitted (Kemendiknas, 2011) and the implementation of national 
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examinations. However, with the implementation of SBC, Indonesia gives teachers 
some flexibility for interpretation to approach its curriculum standards.  
To understand curriculum and globalisation, a focus only on the official 
curriculum constructed by policy makers and educational authorities in their official 
documents is not enough. A reform process in Indonesia will eventually involve 
thousands of schools and millions of teachers. Hence, a study on how today’s 
curriculum is driven by complex and contradictory local and global forces requires 
attention to how it is actually enacted in the classroom. Empirical studies of 
curriculum reform are needed to consider processes of implementation. Since  
teachers in different contexts might have different perspectives on the official 
curriculum, questions about how such curriculum will be enacted, by whom, and 
why teachers choose different ways to engage with the curriculum, would provide a 
fuller description of the complexity of the curriculum reform. To understand 
teachers’ experience in negotiating overlapping curricular reforms, the following 
section will consider Indonesia’s CE curriculum policy in the context of its school-
based curriculum framework. 
1.4.3 Co-existence of character education in school-based curriculum  
Curricular reform in Indonesia has followed the global trend in aiming to 
cultivate the nation’s core values as well as to prepare the younger generation to 
contribute to the nation’s development and global competitiveness.  Of particular 
interest to this study, in 2010, under the 2006 SBC, the MOEC issued an additional 
requirement for Pendidikan Karakter or CE. These two reforms actually have quite 
different foci and concerns as described in this section.  
SBC is a significant feature of decentralisation in Indonesian education 
(Amirrachman, Syafi’i, and Welch, 2009). Under SBC, generic competences and 
minimum content outlines are determined by the central education authority, in this 
case Badan Nasional Standar Pendidikan (BNSP) or the National Board of 
Educational Standards. While BNSP develops the basic framework and curriculum 
structure, school teachers are then supposed to develop subject curricula, including 
formulating learning objectives, selecting content and teaching strategies, and 
designing learning evaluations. Hence, while the central authority sets the curriculum 
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content standards, schools are given more freedom to develop their own educational 
plans (Parker & Raihani, 2011; UNESCO, 2011). 
 Meanwhile, CE refers to the effort to instil important core values such as 
caring, honesty, fairness, responsibility, and respect for self and others (Berkowitz & 
Bier, 2005). The MOEC declared CE to be a crucial part of the national curriculum 
because it could serve as national character-building. The purpose behind the 
implementation of CE at the school level was explicitly articulated by the Minister of 
Education and Culture as follows:   
We need to instil tolerance and honesty due to their critical roles in the 
establishment of the culture of peace with other people and nature. This is 
being accomplished in Indonesia by implementing character education as a 
part of our national curricula. It is embedded in each course and 
administration at all levels of education, especially at the early stages. (Nuh, 
2011) 
With CE, the minister intended that values such as peace and harmony could be 
taught through school activities so that the imbalance in the nation’s development, 
evident in inter-ethnic or religious conflicts and corruption, could be overcome. The 
last sentence of the quotation above explains that all elements of schools including 
principals, administration and teaching staff share a responsibility to create school 
environments that support students’ CE. The phrase “each course” in the excerpt 
reflects the policy’s intention that such values must be embedded not only in 
religious or citizenship discourses, but also promoted through other subjects.     
Hence, while SBC was underway, the CE policy was also introduced in 2010. 
Besides the integration of the school’s own values in their vision, mission, intra-
curricular and extracurricular activities, the CE policy required teachers to integrate 
eighteen particular values in their teaching syllabi and incorporate instruction in 
these values into their lessons. The eighteen values stipulated by the MOEC were 
derived from religions, Indonesia’s Pancasila (Five Principles), Indonesian culture 
and the objectives of Indonesian education (Kemendiknas, 2011). The values are 
listed in Table 1.1 
Table 1-1 
Desired values to infuse in the Indonesian curriculum   
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No  Values transmitted in Indonesia  
1 Religiosity  
2 Honesty  
3 Tolerance  
4 Discipline 
5 Hardworking  
6 Creativeness  
7 Independence  
8 Democratic  
9 Motivation to learn 
10 Patriotism  
11 Nationalism  
12 Supportive 
13 Love to read 
14 Peace maker  
15 Friendliness  and communicativeness  
16 Environmental awareness  
17 Social awareness  
18 Responsibility  
 Plus values relevant to the school context 
Source: Indonesian Ministry of Education (Kemendiknas, 2011)  
As long as the CE curriculum was framed within the SBC, educational 
authorities allowed schools to decide how to prioritise the values as well as whether  
to add other values—as mentioned in the CE handbook “sekolah dapat menentukan 
prioritas pengembangannya” (Kemendiknas, 2011, p. 8). Hence, in addition to the 
prescribed 18 values, each school might introduce additional values for example, 
‘cleanliness’ and ‘tidiness’ in accordance with the school community’s context and 
learning needs.  
Since the CE curriculum has been introduced within the frame of SBC, schools 
in Indonesia are required to infuse the values listed above in school life under their 
own design. Hence the co-existing curricula has extended Indonesian teachers’ role 
not only as curriculum developer, but also as value transmitters. The infusion of 
those values must be reflected in each school’s vision, mission, and objectives, 
classroom activities, and extracurricular activities. In terms of the teachers’ 
responsibilities, classroom teachers are required to explicitly write the expected 
values in their lesson plans for every subject. An example of a teacher’s lesson plan 
can be seen in Appendix A.  
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1.5 INDONESIAN TEACHERS AND THEIR PROFESSIONALISM  
Education is central to the Indonesian Government’s development agenda 
(World Bank, 2011). The government is attempting to improve the quality of 
education, and of teaching in particular, as can be seen from the increasing budget 
for education. Education spending doubled between 2000 and 2006. In 2007, 
spending on education was more than 16% of total government expenditure (The 
World Bank, 2011). More recently, with Law 41/2008 of the 2009 National Budget, 
the Indonesian government allocated at least 20% of the government’s expenditure to 
the education budget (DEPKEU, 2008; Fawzia, 2011). With a higher proportion of 
the national budget, the quality of teaching is expected to improve. 
This section profiles teachers’ work in Indonesia. More particularly, it outlines 
the two categories of teacher employment status in Indonesia—government teachers 
(civil servant teachers) and non-government teachers (non-civil servant teachers). 
The discussion also outlines how the two different categories of teachers are treated 
by the government and how their work conditions are stratified. As this study is 
particularly concerned with EFL teachers, a brief profile of Indonesian EFL teachers 
will also be presented in this section.   
1.5.1 Indonesian teachers: Different status, different rewards 
Indonesia has 2,783,321 teachers (Dasuki, 2009) working in more than 250,000 
schools (World Bank, 2010). In terms of employment status, these teachers are 
grouped into two categories: Pegawai Negeri Sipil (PNS) or civil servant, and Non-
PNS or non-civil servant teachers (Chen, 2011), with 1,528,472 and 1,254,849 
teachers in these categories respectively (Dasuki, 2009). Civil servant teachers 
mostly work in public schools and are employed by the government after they have 
successfully passed the national selection exam and recruitment process organized by 
the MOEC and the MORA (Ramli, 2010). Meanwhile, non-civil servant teachers, 
including honorary teachers, who mostly work in private schools, are employed by 
private educational providers. The common issue stemming from the differences 
between the two groups is the gap between their salaries. A study conducted in 
Yogyakarta, for example, reported that non-civil servant teachers typically receive a 
third the salary of civil servant teachers (Sumintono & Raihani, 2010). 
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In many cases, however, state schools hire non-civil servant teachers as part- 
time staff (Chen, 2011). In some provinces and remote areas, the employment of 
part-time non-civil teachers in state schools is very common because of a shortage of 
civil servant teachers. The shortage in teachers is the result of a gross imbalance in 
the distribution of teachers between urban and remote areas across the country 
(Forward, 2010). The employment of non-civil servant teachers in state schools is 
one emerging solution for the insufficient number of teachers in particular schools 
(Ramli, 2010).  
In 2009, there were 526,614 non-civil servant teachers working in state schools 
around Indonesia (Napitupulu, 2012). Since the process of recruitment of such 
emergency teachers is not standardised (Ramli, 2010), the quality of their teaching 
can be questionable. As a non-civil servant teacher, part-time teachers are paid far 
less than the civil servant teachers and they “do not receive a proper wage” (Parker & 
Raihani, 2011, p.719). 
1.5.2 Indonesian teachers: Some issues and government efforts 
In addition to the problem of the variable quality of teachers, the content 
knowledge of Indonesian teachers is also considered to be weak (World Bank, 2010) 
and less than half of all Indonesia’s teachers are considered to meet the minimum 
requirements (Dasuki, 2009). Suyanto, the Education Ministry’s Director General of 
Basic and Middle Education, complained that only a million of more than 2.7 million 
teachers met qualification standards, or had passed the certification test (Atmodjo, 
2010). Suryanto then claimed that a lack of qualified teachers had adversely affected 
the quality of education in the country.   
Issues around the quality of teachers in Indonesia are related to the quality of 
pre-service education as well as the administrative system for teacher registration, 
recruitment, and selection (Sumintono & Raihani, 2010). Expansion of pre-service 
teacher education in Indonesia, which has led to huge number of graduates in this 
field, has contributed to the inconsistent quality of teachers in Indonesia.  In the 
recruitment system, there is little evidence that the recruitment boards set fixed and 
accountable criteria for civil servant teachers.  
There have been several efforts undertaken by the Indonesian government to 
improve teacher quality, such as certification, professional learning training and 
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additional incentives. Certification requires a portfolio examination of incumbent 
civil servant and non-civil servant teachers which is conducted as formal proof to 
recognize teaching staff competence in their professional duties— to teach and serve 
education at elementary to tertiary level (Putrawan & Akbar, 2009). The certification 
based on Teacher Law 14/2005 has introduced important changes to the employment 
conditions and requirements for teachers (Worldbank, 2011). With the certification 
process, teachers have become aware of what they need to improve. There are four 
aspects to prove or improve in the Teacher certification:  personal competencies, 
pedagogical competencies, professional competencies, and social competencies 
(Dasuki, 2009). Those four aspects are assessed on the basis of teachers’ academic 
qualification, teaching experience, qualification-subject match, and teacher’s 
workload (Sumintono & Raihani, 2010). The Indonesian Government awards those 
who pass the certification an incentive payment of up to Rp. 1.500.000 (around US$ 
160) per month. Other government strategies to improve teacher quality include 
enrolling teachers aged 30-40 in professional learning and giving special awards to 
recognize very good performance (Dasuki, 2009). Beyond the effectiveness of the 
certification, training and awards, the government has shown a growing commitment 
to teacher quality.  
However, in 2007, an independent team reviewing the process of certification 
found a rate of 87% in data falsification in terms of signature, identity, and 
certificates. The falsification may have been caused by ‘human error’, given the 2007 
certification was the first time for teachers in processing certification and teachers 
did not have enough information about the certification process. There is also a 
question about teachers’ morality in falsifying their applications. The latter factor 
must be taken seriously because teachers are expected to be role models for their 
students. If teachers consciously falsify their records, this could augur badly for 
moral education in Indonesia (Sumintono & Raihani, 2010).     
1.5.3 Indonesian EFL teachers  
The term ‘EFL’ is used in Indonesia to refer to English as a foreign language 
because there is little or no direct access to the language in the Indonesian 
community. Streven (1992) argued that the EFL, rather than ESL, be used in a non-
Commonwealth country like Indonesia. Therefore, in most cases, English as a school 
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subject is taught by non-native English-speaking teachers who were educated in 
Indonesia.   
 There are two dimensions to Indonesia’s EFL workforce—their quality and 
their quantity. Indonesian teachers are expected to have language competence (Lie, 
2009) in English at the level which the competency-based curriculum (CBC) 
stipulates for students’ competence. Besides the basic aspect of quality, a 
considerable quantity of English teachers is needed to staff English programs in 
schools.  
English is regarded as an important subject in Indonesia’s curriculum alongside 
Maths and Bahasa Indonesia. It is one of the core subjects and students’ English 
language ability is assessed in national exams across junior secondary and senior 
secondary schools.  The proportion of weekly classroom time devoted to learning 
English is similar to that for learning Bahasa Indonesia, the Indonesian language 
(World Bank, 2011) which gives some indication of the importance currently 
ascribed to the subject. Indonesian students spend approximately 160 minutes per 
week (for Grades 7, 8 and 9) in Junior high schools and 180 minutes per week for 
senior high school students (Grades 10, 11 and 12) in their English language 
learning. Since 2000, English has also been taught in several primary schools as a 
local choice.   
In terms of teaching and learning, English Language Teaching (ELT) in 
Indonesia has also changed following the national curricular reforms (Bire, 2011).  
With the aforementioned national curriculum reforms (of 1964, 1975, 1984, 1994 to 
2006), ELT has been reformed four times, particularly in terms of  its teaching 
objectives, teaching content, teaching methods, and evaluation. The most striking 
feature of the reforms has been the change from grammar translation pedagogy to the 
approach of communicative language teaching (CLT) and “Competency based 
approach” (Bire, p.17). There are multiple constraints encountered by English 
teachers when implementing these new language teaching approaches. First, the 
students’ diversity (in terms of intellectual capability, social status, and cultural 
background) is high (Lie, 2009, Qoyyimah, 2009). Second, there is a serious lack of 
educational resources in remote areas of Indonesia where there are also fewer 
teachers to teach English, fewer English textbooks, and few education facilities to 
support EFL teaching (Machmud, 2011). The final constraint is inadequate support 
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from policymakers or related stakeholders to enhance teachers’ capabilities, although 
most English teachers in Indonesia are aware of the importance of professional 
development (Yuwono & Harbon, 2010). In certain cases, this situation has led to 
English teachers’ growing scepticism and confusion.  
In sum, ELT tends to be problematic in Indonesia. The continually revised 
curriculum does not seem to take the teachers’ problems into serious account. With 
such constraints in adopting the recommended teaching approaches, EFL teachers in 
Indonesia are considerably challenged by the recent curricular reform. The move to 
competency-based curriculum, more-decentralised curriculum of school-based 
curriculum, and CE policy, have increased English teachers’ responsibilities because 
they are required not only to develop school curriculum, arrange their own lesson 
plans, but also infuse certain values in the classroom activities. Teachers are 
expected to cope with these changes on a number of fronts simultaneously.   
1.6 TEACHING VALUES, MY PERSONAL JOURNEY  
There are at least two reasons that have led me to this research about the 
teaching of values: my identity as an Indonesian Muslim; and my profession as an 
English language teacher. I was born in a family that has been concerned with the 
education of our Muslim community. My family and I now manage a modern 
Islamic institution that has been established since 1895. The motto of the institution 
is to hold up Islamic values (monotheism and humanism), while adopting the new 
universal values that derive from humanism, the development of knowledge, science, 
and technology. This motto has helped transform my family’s organisation from a 
traditional Islamic organisation to a modern Islamic educational institution.  
My identity as an Indonesian Muslim woman has shaped my view on teaching 
and learning. Based on the Islamic Holy Qur’an, we have a belief that providing 
education or being a teacher is a form of religious devotion because Islam obliges its 
followers to ‘read’ or learn about natural phenomena in order to recognise God as the 
creator of the universe. Islam highly regards any Muslim who searches for 
knowledge which is then translated into sciences and technology (Holy Qur’an, AL 
Mujadalah: 11). For our community, facilitating teaching and learning is truly jihad 
in that doing teaching and learning means war against poverty and stupidity. 
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 As teaching is a part of religious devotion, Muslim people used to be a teacher 
for voluntary reasons. As the world has developed, people’s expectations of teachers 
have increased. Teaching is no longer considered a voluntary job, but has come to be 
regarded as an important profession that has the huge responsibility of educating 
students. In this way, teachers should affirm their students in their identity as an 
Indonesian, as a Muslim, or both, as well as assist students to prepare for their future. 
Hence, schools teachers also need to equip their students with knowledge that 
enables them to face the competitive world.  
However, although the Holy Qur’an does not differentiate between secular and 
religious knowledge, some Muslims have formed a dichotomy of knowledge in their 
mind; for them, to be recognised as religious devotion, teaching and learning must be 
about Islam, not about secular forms of knowledge. There is a perception that 
teaching the values of Islam is more “religiously devout” than teaching secular 
values or knowledge.  
There also remains a moral dilemma among many Muslim English language 
teachers about their profession. When I talk with my counterparts we often make 
jokes such as “As English teachers, we are the agents of the West”. Some of my 
friends have even told me that “I feel I do not have any bond with my profession as 
an English language teacher. Why should I teach another people’s language and 
culture?” and “As a Muslim we should cultivate our values, not introduce and 
educate our students about the way Western people speak and behave” 
Such concerns among Muslim EFL teachers seem to stem from their identity as 
Indonesian Muslims and a kind of tension between their personal identity and their 
profession as EFL teachers.  A survey conducted by PPIM Syarif Hidayatullah State 
Islamic University of Jakarta involving 500 teachers of state and private schools 
throughout Java found that most of the respondents opposed pluralism and tended 
toward conservatism (Hasan, 2009).  Although the survey was not particularly about 
EFL teachers, my experiences suggest that Indonesian EFL teachers tend to be 
conservatives rather than progressives. I assume that my counterparts’ dilemmas 
described above have resulted from the gap between what teachers actually want to 
cultivate and how teachers internalize values through the subject they teach, that is, 
English. These experiences  have also lead me to question  the extent to which 
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English language teachers understand that their professional responsibility now is 
actually not only teaching a particular subject, but also the morals prescribed in CE. 
As an educator, I feel that teachers have a responsibility to teach the younger 
generation and prepare them for their future. And for me, teaching students particular 
subjects without paying attention to the students’ morality is somehow questionable. 
That is why I was really pleased with the 2010 policy of the MOEC requiring CE in 
my country. With CE implemented through SBC, the aforementioned gaps could be 
narrowed because of the guidance in teaching the values rooted in the local religion 
and the state. There is, however, still another question in my mind: how will English 
language teachers as educators teach these values in their EFL classrooms? Do EFL 
teachers feel any tension or dilemmas between their cultural values and the cultural 
values carried by English in the classroom? It will also be interesting to see whether 
the greater opportunity for interpreting the curriculum as well as imparting values is 
viewed by teachers as an opportunity for teaching morality, or as a threat to their 
professional competence. 
1.7 RESEARCH QUESTIONS 
The research problem of this study arose from the introduction of CE in 
Indonesia and from the professional context in which CE was to be implemented 
under the frame of SBC. Like other countries, CE in Indonesia aims to promote 
certain values through schooling. With SBC and the CE policy, schools now have 
more freedom to adapt the official curriculum. Although the educational standards 
and set of values are prescribed by official authorities, schools leaders have the 
opportunity to develop their local curriculum. In addition, with the CE policy within 
the larger frame of the KTSP or SBC, school leaders are required not only to 
articulate their schools’ values within the vision, mission, objective curriculum and 
the extracurricular activities, but also to incorporate the CE values in their teaching 
syllabi (Kemendiknas, 2011).   
As described previously in Section 1.5., the Indonesian educational system 
employs teachers with different professional status: civil servant teachers and non-
civil servant teachers who worked in state schools and private schools respectively.  
These groups of teachers are the subjects of the same curricular reforms. This thesis 
therefore attempts to understand how EFL teachers of different professional status 
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experienced the curricular reforms required by the Indonesian government.   With 
large workloads and the constraints in many Indonesian educational settings, this 
study attempts to understand teachers’ experiences at this policy juncture. This 
research will address the following general question:  
How do EFL teachers in Indonesia engage with official curriculum reform 
in CE in the context of new forms of teachers’ professionalism? 
This research question can be broken down and explored through the following 
sub-questions: 
1. How do EFL teachers understand the curricular reforms regarding CE and the 
SBC framework? 
2. What issues do teachers report when enacting the CE policy?: In terms of 
selecting and developing curricular content?; in terms of how students must 
be perceived and treated?; and in terms of the outcomes of the CE policy?  
3. How do they resolve these issues in their teaching?  
  
To answer these questions, the project is designed as a multi-case study of nine 
EFL teachers in Indonesia employed in six junior secondary schools—four  state 
schools and five private schools. The main reason why I have selected EFL teachers 
as participants for this research is that I am interested in exploring how teachers such 
as these can teach EFL but still teach Indonesian values at the same time. Hence, it is 
important to recognise the possibilities of inherent value contradictions the 
Indonesian EFL teachers may encounter, given the cultural assumptions that come 
with the language they teach.  When asked to teach values as well as EFL, the 
teachers are located at a very interesting intersection between two curricular reforms: 
(i) teaching for more global participation; and (ii) teaching for a stronger national 
(Indonesian) identity. These teachers are thus potentially pulled in two directions and 
are largely left to think about how to manage this intersection on their own.   To 
answer these research questions, and to identify the dilemmas for teachers, 
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1.8 SIGNIFICANCE OF THE STUDY 
In Indonesia, there are high expectations regarding the social impact of CE by 
which the desired values will hopefully be infused into the next generation through 
classroom activities. Research on the implementation of the CE policy is important 
and timely in order to understand teachers’ perceptions of CE and how they choose 
to implement the policy in their classrooms.  Any curriculum reform might lead to 
unanticipated changes in other aspects of education such as teacher-learner 
interaction, school leadership, teachers’ work lives, and educational outcomes. Any 
curriculum reform continues to be a major experiment for national education, given 
its high stakes for the nation's future for its internal cohesion and its external 
competiveness.  
This study is important for a number of additional reasons. In policy-making, 
this study might contribute insights into the process of enacting educational policy in 
many different contexts. Teachers’ experiences reported in this research may help 
educational authorities better recognise the variable of teachers’ professionalism in 
any curricular reform. In scholarship, this study may contribute to the theory of 
curriculum and curricular reform as filtered through teachers’ dilemmas.  In practical 
terms, the study may contribute to identifying models for teachers to effectively 
incorporate values, beliefs, and ethics through classroom activities. As it seeks to 
understand how teachers engage with CE policy, findings from this study might 
inspire other teachers, and thereby initiate different ways of teaching values. In other 
words, this research can contribute to maximising the effectiveness of CE. 
1.9 CONCLUSION  
Given the complex context of this study, including a diverse population and a 
stratified educational system, it can be concluded that historical and sociological 
conditions have shaped Indonesian educational system’s curricular reforms, priorities 
and morality in education. Political changes have resulted in the change from 
centralistic to more decentralised educational policies. Most importantly, the frequent 
changes in curriculum in Indonesia indicate that schooling in this country has been 
used to address the social problems as well as to prepare the youth to adapt the future 
challenges. The domination of Muslim values has produced a dual system in 
education by which two ministries regulate schooling—the MORA and MOEC. 
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These systems are reinforced by the stratification in the teaching workforce, with its 
distinction between civil servant teachers and non-civil servant teachers who work in 
state schools and private schools respectively. This study will use the terms ‘state 
school teachers’ and ‘private Islamic school teachers’ respectively.    
This thesis is interested in the historical moment when two curriculum policies 
co-existed in 2010-2013, the CE policy and SBC. The research questions seek to 
understand how teachers are at the very heart of any pedagogic response to the 
changes. More particularly, this research explores teachers’ dilemmas and resolution 
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Chapter 2: Literature review  
2.1 INTRODUCTION  
In the Indonesian context, where this study takes place, overlapping changes 
and educational reform are occurring. At least three new educational policies were 
issued during one decade: competency-based curriculum (2004); SBC (2006); and 
CE (2010). These three policies do not replace each other; rather they have been 
blended into the current curriculum. The aim of this study is to understand the 
experiences of EFL teachers in enacting this complex of curricular reform in new 
professional conditions. More particularly, this research aims to investigate and 
describe teachers’ dilemmas and decisions in enacting the new curriculum policy of 
CE that was issued within the SBC initiative. To address the existing literature 
pertaining to the research problem, this chapter will begin by reviewing literature that 
focuses on teachers’ work.  The discussion includes research on teachers’ emotions 
produced in their work, issues of professionalism and teacher professional identities, 
the dilemmas teachers face on teaching morality, and curriculum enactment in 
classroom activities.   
In addition, this study privileges the voices of EFL teachers in a non-English-
speaking country. Hence, previous research studies related to language teachers’ 
work in EFL contexts will also be reviewed in this chapter, including literature 
distinguishing between the teaching practices of English native speakers and non-
native speakers in EFL contexts. 
2.2 TEACHERS’ WORK IN AN ERA OF SOCIAL CHANGE 
Policy makers and society at large have high expectations of teachers.  
Politically, teachers’ work is considered pivotal in terms of their responsibility to the 
state to socialise the younger generation into specific cultural and political modes 
(Smaller, 2009). Research conducted by the UNESCO Institute for Statistics with 
particular attention to teachers found that, in most countries including Indonesia, 
teachers are expected to manage far-reaching changes that happen inside and outside 
schools. Also they are expected to implement complex reforms of education systems 
as professionals, role models, substitute parents, as well as community leaders 
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(UNESCO Institute for Statistics, 2001). In addition, teachers are considered to have 
the necessary capabilities to adapt any new curriculum in the classroom. As a 
consequence, teachers must not only learn new curriculum policy but also adapt 
themselves and their practices (Flores, 2005).  Further, in the case of curricular 
reform responding to economic globalisation forces, teachers must re-equip 
themselves in order to be of help to students’ trans-national aspirations (Law, 2003).  
A study  conducted by Connell (1985) documented the growing complexity of 
teachers’ work, especially the curriculum and its impact in structuring teachers’ 
work. Connell’s study was based on 37 case studies of teachers working in New 
South Wales and South Australian schools. In the specific chapter that focuses on 
teachers’ engagement with curriculum, Connell (1985) renames the  competitive 
academic curriculum as a hegemonic curriculum because  “this pattern has pride of 
place in the schools; it dominates most people’s ideas of what real learning is about; 
its logic has the most powerful influence on the organisation of the school” (p.87).  
Connell elaborated that the hegemonic curriculum is derived from university-
based disciplines. Curriculum is organised hierarchically whereby students follow a 
path to knowledge from less difficult to more difficult or from concrete to abstract. 
Another feature of this curriculum is that knowledge acquired is regularly tested 
through competitive examinations to determine which students have acquired more 
or less knowledge.  Since the results of the examination are publicly certified, such 
assessment influences the logic of streaming, that is, the decision about who is 
allowed into further formal education, as well as influencing students’ positions in 
the labour market. However, the most pertinent point for this study is that assessment 
results also influence teachers’ work.     
Based on the features above, Connell (1985) identified that curriculum poses 
difficulties in teachers’ working lives. In this case, teachers expressed dilemmas in 
adapting to a school’s system by which students were sorted and classified based on 
their achievement. In later work, Connell (2009) found that curricular reforms 
intensified teachers’ work, since teachers had to learn the new curriculum and 
overwrite the one to which they were accustomed.  To understand teachers’ work in 
different contexts, this section will review other empirical studies on teachers’ 
professionalism in the current context of rapid change that have highlighted the  
emotion produced in the more challenging work. 
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 In contrast to Connell’s research that focuses on external conditions that 
impinge on teachers’ work, Day and Qing’s (2009) study conducted in England, 
reports on the influence of teachers’ internal emotions on their professionalism. Day 
and Qing argued that “more demands are being made of teachers to contribute to the 
academic, social and emotional well-being of pupils” (p.15) on three dimensions. 
Firstly, teachers work with young people who are more likely than at any time 
previously to live uncertain emotional lives, “in homes in which there is a  single 
parent or in homes where both parents are working” (p.16). In this case, Day and 
Qing considered it necessary that teachers concern themselves with students’ 
behaviour.  Secondly, students today are likely to be familiar with information and 
communication technology, with the result that pupils have become more aware of 
the limitations of school, classroom learning, and their teachers. This condition 
requires teachers to stay abreast of continuously developing technology. Thirdly, 
teachers are required to adapt to successive and continuous government policy 
reforms. In addition to the government policy reforms, teachers’ abilities to improve 
student attainment results are scrutinised and judged by governments to a greater 
extent than previously (Day & Qing, 2009).  
Day and Qing (2009) reviewed research articles that showed evidence that one 
consequence of such changes had been a lowering of morale. According to Day and 
Qing, the lowering of morale has produced a sense of vulnerability and uncertainty in 
teachers’ professional identities. Hence, Day and Qing examined “the felt 
consequences on teachers in order to associate such challenges with the urgent need 
to attend to their emotional as well as cognitive health as factors which are of equal 
importance in their effectiveness” (p.16).  
From their interviews with three teachers, Day and Qing (2009) concluded that 
the professional and personal experiences of the teachers within particular contexts 
might be characterised as a journey of emotional self-adjustment and professional 
growth. Such growth was a testament to three factors: the teachers’ inner motivation 
to serve; their emotional management of change; and their sense of social and 
organisational identity. Day and Qing found that an inner emotional call to being a 
teacher had functioned as a psychological and emotional support for teachers. Thus 
such an inner calling to become teachers is important to the construction of their 
well-being. In addition, schools were the primary venue where teachers’ professional 
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identities were constructed and transformed.  Therefore, the social and organizational 
culture also played an important role in supporting teachers’ primary and social 
emotions.  In Day and Qing’s study, teacher participants were more likely to stay at 
schools where the principal could create the school as an organization which cared 
for teachers and students. Support for teachers to engage with the aforementioned 
problems was considered “necessary in the contemporary context of teaching” 
(p.28). 
Though a small scale project, this study has made an important contribution to 
the recognition of emotional experience in the well-being of teachers. However, there 
was no focus on or description of teachers’ emotions, as exerted and produced in the 
process of teaching and learning. None of the interviewed teachers talked about the 
emotion produced when transmitting knowledge or values to their students. Rather, 
since this study treated the participants like other professionals, the tensions 
described in this study could be considered generic, for example how teachers’ work 
affected, and was affected by, their personal life and how teachers’ well-being 
declined in an unsupportive environment.  Another common issue raised in this study 
was, for example, that teachers’ health is a critical issue challenging their personal 
well-being, and in terms of relationships with others, teachers’ emotions are 
influenced by their relationship with their partners.  The study thus fails to broach the 
emotions surrounding teacher/student relationships at the heart of teachers’ work.  
Further research on teachers’ work related to how teachers’ well-being affects, and is 
affected by, the teachers’ abilities to transfer content knowledge and to transmit 
values is required. 
A third study which discusses teachers’ work and professionalism has been 
conducted in Australia (Comber & Nixon, 2009). This study was undertaken in 
middle schools in low-socioeconomic communities in the northern suburbs of South 
Australia’s capital city of Adelaide, a region experiencing high levels of poverty and 
unemployment, and associated socio-cultural complexities. The rationale for the 
study was to explore whether teachers’ perceptions of their professional identities 
were different to those of their counterparts in different contexts.  More particularly, 
it examines how teacher participants in these schools described their work—what 
they emphasised and what they downplayed or omitted. 
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The research participants in this study were 30 teachers, across 10 schools. 
Data came from interviews and focus groups. Prior to the interview and focus group 
discussions, researchers invited teachers to talk about what was, and what was not 
working for their students’ learning, and to write a professional autobiography.  The 
research team sought to understand and respect the complexity of teachers’ work in 
these particular sites. The research found two important points relevant to my study.  
First, teachers insisted that relationships with students were a primary focus for their 
work as teachers. Most of the teachers believed that improving students’ learning 
relied on a good teacher-student relationship. Second, teachers argued that 
educational policies which were beyond their control affected their work. More 
specifically, teachers in this study viewed educational policy or reform associated 
with standardised testing, referred to as the ‘quantification of quality’ (p.339), as not 
assisting their professionalism. Rather, it made their work more time consuming. 
Most of them reported that their autonomy was being eroded and they found 
themselves not being given time to deal with increased expectations. Some reported 
that constantly changing curriculum documents created more work but did not result 
in any improvements in the classroom.  
However, teachers in this study were unlikely to talk about pedagogic process 
as part of their work. Comber and Nixon implied that this was ironic since the 
teachers believe that working on curriculum and pedagogic change actually cannot 
be pursued in isolation from teachers’ everyday working lives. Moreover, curriculum 
and pedagogic change is fundamental for improving the educational outcomes of 
disadvantaged students.  Comber and Nixon argued that working on curriculum and 
pedagogy should be as important as teachers’ relationships with students. This study 
found that teachers have a partial understanding of their professional identities, 
focused on teacher-student relations rather than pedagogic process.  
Turning to EFL teachers in Indonesia, Yuwono and Harbon (2010) conducted a 
study about EFL teachers’ professionalism in Indonesia. The aim of this study was to 
explore how Indonesian EFL teachers perceived and constructed their sense of 
professionalism and their professional development. The data were collected through 
interviews with 46 non-native speaking English teachers working at various types of 
secondary schools (state schools and private schools) in Salatiga, Central Java. The 
interviews ranged from 20 to 70 minutes duration. 
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Of particular relevance to this project, Yuwono and Harbon’s findings suggest 
that English teachers’ professionalism in Indonesia is unique.  Professionalism as 
perceived and constructed by Indonesia EFL teachers, is different to that reported in 
the literature on teacher professionalism theorised by Western scholars. The Western 
notion of professionalism is “closely linked to autonomy, professional judgment, 
engagement with matters of curriculum and assessment, collaboration with others, 
power sharing with other stakeholders, and continuous learning” (Yuwono  & 
Harbon, 2010, p.160). Notions of EFL teachers’ professionalism in Indonesia are 
instead related to (1) motives for entering the profession, (2) teaching rewards, (3) 
the wider society’s views about the teaching profession, (4) English teachers’ career 
progression, and (5) teachers’ perceptions of the meaning of being a professional 
EFL teacher. This research reports teachers’ perception of their professionalism in 
terms of their motives for becoming a teacher in the first place and the rewards that 
Indonesian teachers normally receive. These motives carry implications for their 
professionalism and professional growth. For example, those who become an EFL 
teacher solely because of their passion for the language, tended not to be enthusiastic 
about curriculum and other pedagogical matters. Yuwono and Harbon (2010) also 
found that someone who enters the profession for reasons of religious devotion 
regardless of their knowledge or academic qualifications may face problems 
exercising their professional judgment. Interestingly, the low financial rewards in the 
Indonesian teaching service can affect EFL teachers’ day-to-day teaching duties. The 
low financial rewards, in turn, has implications for their professionalism and their 
further professional development, particularly if these teachers have to take a second 
job (mostly as private EFL teachers) or teach many hours, which restricts time and 
energy for professional discussion with their colleagues.  
Yuwono and Harbon explores how professionalism is perceived in a non-
Western context and focuses on how teachers’ perception constructs professionalism 
differently. However, more studies that explore teachers’ professionalism in terms of 
how teachers recontextualise new curriculum are important because curriculum and 
curricular reforms are significant aspects that are re-shaping teachers’ work.  Further 
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From the reviews of these research articles, several conclusions relevant to 
teachers’ work and professionalism can be drawn. Teachers’ work has multiple 
dimensions. First, teachers’ professionalism is affected by both internal and external 
factors. The former are captured by Day and Qing’s (2009) concept of inner 
emotional call, while the latter were highlighted by Connell (1985). Second, the way 
teachers understand their professionalism depends on the context in which they 
work, including students’ social class (Comber & Nixon, 2009) and cultural contexts 
(Yuwono & Harbon, 2010). Thirdly, the most striking difference between Western 
and non-Western regarding teaching professionalism is the way in which the society 
in each culture perceives the teaching profession. In a non-Western context like 
Indonesia, it is evident that religion plays a role as a reason given for entering the 
teaching profession. More interestingly, Yuwono & Harbon (2004) identified that 
such a reason informs and shapes their views on professionalism. Hence, it is 
suggested that the theory of teacher professionalism derived from research in 
Western settings may not be applicable in the Indonesian context. Hence, more 
research in the Indonesian context would be a beneficial contribution to the field.  In 
addition, since teaching is context dependent, complex, and emotional work, 
dilemmas will often confront this profession. Therefore, the next section considers 
research on teachers’ dilemmas in the face of changing conditions.  
2.3 TEACHERS’ VALUES AND DILEMMAS  
This section presents studies that highlight teachers’ morality and dilemmas 
around official curriculum reform. Studies from different contexts such as England, 
the United States, Turkey, Israel, and Australia are reviewed to highlight the role of 
social context. These studies use different theoretical frameworks and different 
research methodologies.  
An empirical study on the dilemmas teachers faced in school has been 
conducted by Berlak and Berlak (1983). In this case, Berlak and Berlak created a 
language to capture the lived contradictions of teachers' schooling and curricular 
practices, and teachers’ resolutions. This study was based on fieldwork in three 
primary schools during six months in England in 1972 and in their more informal 
observations in the United States. To analytically map the dilemmas typically 
emerging in schools, Berlak and Berlak developed a conceptual framework in the 
form of a “language of the sixteen dilemmas” (p. 3). The language of the sixteen 
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dilemmas is understood “as an effort to identify the contradictions and 
commonalities in teachers’ consciousness, in situations and in society that are 
manifest in the process of schooling” (Berlak & Berlak, 1983, p.272). Hence, their 
language of dilemmas offers sets of contradictory dimensions for an inquiry into 
schooling. More particularly, this theory helps examine problems arising from 
contradictory goals in schooling, from daily problems to the more complex problems 
such as the social and political questions that impact schooling. According to the 
authors, the contradictions and commonalities can be summed up as stemming from 
the relationships between teachers and students. The sixteen dilemmas are classified 
into three sets, namely the control set, the curriculum set, and the societal set (the 
sixteen dilemmas are further unpacked in Section 4.3.4). 
Berlak and Berlak (1983) use the term “pattern of resolution” to refer to the 
“teachers’ pattern of response to the contradictions in themselves and in the situation 
as represented by the sixteen dilemmas terms” (p.272). The pattern of resolution is 
understood as a patterning of acts by teachers, which includes their consciousness in 
responding to a dilemma. A pattern of resolution is “an observable set of behaviour” 
(p.272) that can be analysed. However, Berlak and Berlak gave no particular 
emphasis to justify any pattern of resolution as inherently better than another.    
Researchers in the field of education can characterize the structure of 
classroom interaction using Berlak and Berlak’s set of dilemmas. The concepts 
offered by Berlak and Berlak can be used to outline how official curriculum is 
filtered and enacted in the classroom, including what dilemmas the teachers have 
when enacting the official curriculum. Berlak and Berlak suggest that an educational 
researcher can use one set (or even one dilemma) of the sixteen dilemmas separately, 
depending on the research question. However, since one set might relate to the other 
sets of dilemma, Berlak and Berlak suggested using a combination of the sets. For 
example, the teachers’ pattern of resolution responding to the curriculum set of 
dilemmas, might influence teachers’ pattern of resolution towards other set of 
dilemmas. Berlak and Berlak (1981) limited their empirical study to the 
identification of the dilemmas emerging in schooling and stopped short of any deep 
understanding of how one set affects another set or vice versa. The critical question 
might be ‘Do teachers’ patterns of resolution with regard to curriculum dilemmas 
affect their patterns of resolution in other sets of dilemmas?’  
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Buzzelli and Johnston (2001) conducted study on teachers’ moral dilemmas in 
the United States using classroom observation.  The data was a classroom transcript 
of a “writer’s chair activity” (p.1) in a third-grade classroom. In this study, the 
authors focused on ways in which moral values, conflicts of values, and moral 
dilemmas emerged in the classroom discourse. Buzelli and Johnston’s exploration on 
teachers’ moral dilemmas is developed through the concepts of teachers’ authority, 
power relations in teaching, and morality in education. Firstly, following Freire and 
Hoskin, Buzelli and Johnston believe that authority is a constant in teaching. Hence, 
“the authority of the teacher, and the relations of power and morality that underlie it, 
should then be a source of continual reflection” (p.882). Teachers have two sources 
of authority, which refer to their ability to direct the classroom and to their status as 
knowledge holder or transmitter. In this way, Buzelli and Johnston noted that “the 
way the teacher’s authority is enacted in the classroom is a profoundly moral matter” 
(p.874). They argue that most classroom situations in which teachers share authority 
or devolve responsibility to students are not value-free. Secondly, in discussing 
power relations in the classroom and in school generally, Buzelli and Johnston 
mentioned views offered by Young and Bernstein regarding the aim of schooling, 
that is, to produce good citizens. Good citizens are regarded as those “who do what 
they are told and serve in their turn to replicate the state as it stands” (p.875). In this 
view, classroom interaction is characterized by value transmission. Buzelli and 
Johnston point out that critical pedagogues such as Giroux, Apple and McLaren 
concurred with such ideas but they call for “an active role for teachers in 
counteracting the reproductive and hence, oppressive agenda of the school” (p.875). 
On this point, Buzelli and Johnston examined how the power of the teacher over the 
student is actualised in instructional practice.  
Buzelli and Johnston conceptualised morality in education and summarised the 
literature on morality in education under three themes. First, education and morality 
are closely tied. In this perspective, teaching involves moral action and hence, 
teachers are moral agents. Second, moral issues realized in the classroom are “both 
complex, subtle, and all pervasive” (p.876).  Morality permeates classroom activities, 
teachers’ and students’ behaviour, even classroom decoration.  Third, there will 
always exist discrepancies between “the various moral values played out in the 
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classroom” (p. 876). These discrepancies can be identified in the form of conflicts, 
moral dilemmas, contradiction of values, or moral relativity.  
To clarify the relations among authority, power, and morality in classroom 
discourse, Buzelli and Johnston (2001) draw on Bernstein’s notion of pedagogic 
discourse. The principle behind pedagogic discourse is that classroom discourse is a 
single discourse which combines inseparable “moral and instructional” discourses 
(p.877). In this sense, a teacher, while exercising authority and power, must also be 
concerned with both the subject taught and students’ moral conduct. Buzzelli and 
Johnston demonstrated that the Instructional Discourse (ID) functioned to develop 
competencies, nurture children’s emerging skills as writers, and encourage the 
expression of their voices.  This ID was embedded in the Regulative Discourse (RD), 
which functioned to maintain social order, manner, and conduct by telling children to 
write so as not to offend others or influence others in negative ways. 
Buzzelli and Johnston (2001) then identified the teacher’s dilemmas in using 
authority and power in the classroom. On the one hand, the teacher asked students to 
express their voice freely in their writing. On the other, this teacher instructed 
students on what is good and also discouraged students from what is not good. For 
example, the teacher encouraged students not to offend others in their writing. 
Buzelli and Johston also found that the teacher seemed to have what Berlak and 
Berlak (1981) would term a “pattern of resolution” through the dialogue, especially 
in choosing words when discouraging students on what is not good. The teacher 
talked to students persuasively rather than authoritatively. In this case, the teacher 
applied “soft power” (p.882) to resolve the inherent dilemma.  
Buzelli and Johnston’s study contributes an important empirical application of 
Berstein’s theory of pedagogic discourse, especially the relation of authority, power, 
and dilemma that can appear in classroom interactions. My study is similarly 
interested in how SBC and moral curricular reform in Indonesia informs teacher-
student relations. However, Buzzelli and Johnston’s research could have benefited 
from other data to augment and develop their interpretation. Interviews to uncover 
teachers’ thoughts and feelings could be valuable in order to validate the researcher’s 
interpretations. An interview would help me, qua researcher, to understand whether a 
teacher experiences a dilemma or not, and to assess whether the way a teacher 
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responds (by using persuasive words as in Buzelli and Johnston’s study) is a matter 
of morality or a matter of professional identity.   
LePage, Akar, Temli, Şen, Hasser, and Ivins’ (2011) research project, which 
focused on teachers’ views on morality and moral education, was conducted in two 
different countries—The United  States and Turkey. This mixed-methods research 
was motivated by the researchers’ interest in better understanding how these two 
countries, with such different cultural, religious, and historical backgrounds, have 
been able to maintain a democratic style of government and secular education 
system. Two thousands and five hundreds surveys were sent to primary and 
secondary school teachers working in California and Turkey. The questionnaire was 
developed based on literature and analysed in a two-way mixed design. Concepts that 
perceive education “needs to have a moral agenda for the sake of social cohesion” 
(p.367), as promoted by Durkheim and Dewey are used in this study.   
The findings pertinent to my study reveal that teachers in the United States 
have a different definition of morality from their counterparts in Turkey. The former 
associated the word morality with “respecting differences and moral decision 
making” (p. 372), while the latter seemed to be influenced by their religion. Another 
marked difference between teachers in the two countries related to the idea of how 
moral education should be taught. Turkish teachers more often thought that morality 
was something that could only be gained through experience, while The United 
States teachers believed morality could be taught. Finally, teachers in both countries 
agreed that teaching morality is part of the schools’ responsibility and moral decision 
making was part of the teachers’ job. Both groups of teachers were agreed “that 
morality should be taught in schools by teachers, not just by parents at home” 
(p.373). Methodologically, the data collection method used in the study—a 
structured interview in terms of survey—seemed to limit the study’s findings. The 
data of the study extracted something abstract and generalised, that is, teachers’ 
perceptions and views on morality and moral education. Less structured interviews 
would be a more suitable way to explore this topic in more nuanced terms. 
Therefore, less/semi structured interview is used in my study to recognise teachers’ 
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Another study related to morality in teaching has been conducted by Shapira-
Lyshchinsky (2011) in Israel. Shapira-Lyshchinsky explored ethical dilemmas in 
critical incidents. The research participants in this study were 40 female and 10 male 
teachers in secondary schools across seven regional districts, including state and 
religious schools. The data were produced from interviews which lasted 45-50 
minutes and the data analysis involved a three-stage coding process derived from 
grounded theory.   
Shapira-Lyshchinsky identified five ethical dilemmas encountered by 
participants in the study. First, caring climate versus formal climate was the tension 
reported by teachers to prioritise caring for students, or to maintain formality.  
According to Shapira-Lyshchinsky, this dilemma forced teachers to strike a balance 
between “solidarity and authority” (p.649). The second dilemma was the tension 
between distributive justice and a school standard. Distributive justice refers to the 
fairness of outcomes, while the school standard refers to criteria the school applies 
for reaching a decision in assessment results. This dilemma arose when these criteria 
were perceived as unfair when viewed against the outcome. The third type of 
dilemma was confidentiality versus school rules. Teachers found it problematic to 
choose between maintaining trust by keeping students’ personal matters confidently 
and abiding by school rules, which required them to report such confided information 
to administration and parents. The fourth type of dilemma was loyalty to colleagues 
versus school norms. This dilemma emerged when teachers witnessed their 
colleagues treating students unfairly but the teachers found it difficult to confront the 
colleague. The last dilemma identified in this study was family agendas versus 
educational standards. Teachers were reportedly often close to their students and 
noticed emotional problems. Hence, the dilemma arose as teachers wished to act 
professionally according to educational standards, and help the student but they were 
“reluctant to do so out of respect for family beliefs” (p.654).  
Shapira-Lyshchinsky’s (2011) study contributes to the literature in terms of 
developing a moral language with an explicit moral base and identifying pragmatic 
ways teachers encounter and negotiate morality. The variety of sampled schools 
(state or religious schools) was intended to enrich the data. However, the finding of 
the study did not explore the possibility of any systematic differences between public 
schools and religious state schools as work settings.   
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Berlak and Berlak’s (1983) dilemmas informed a study conducted by Briant 
and Doherty (2012) in the lead up to Australia’s first national curriculum. Briant and 
Doherty explored the teacher educators’ approach to the new Australian curriculum 
by using semi-structured interviews. Their research question was “How will teacher 
educators prepare pre-service teachers to teach the national curriculum?” (p.59). The 
participants of the study were nine experienced teacher educators from state 
Australian universities. Those nine teacher educators included two lecturers working 
in each of the history, mathematics and science curricular areas, and three in English 
language pedagogy. In the Australian context, English is a disciplinary field that 
covers knowledge about language, literature and literacy. It is different to English 
language studies conducted in second or foreign language contexts. The teacher 
educators were asked to give an overview of their professional history, then outline 
their understanding of the Australian curriculum, its selection, sequencing design, 
and their plans to address the Australian curriculum in their teacher preparation 
program. Briant and Doherty documented how and why teacher educators aimed to 
mediate curricular reform in their work by using a synthesis of Bernstein’s theory of 
recontextualisation and Berlak and Berlak’s language of dilemmas to identify new 
professional dilemmas in the politicised climate. Briant and Doherty focused on 
Berlak and Berlak’s (1983) curricular set of dilemmas.  
In terms of curricular reform and teachers’ professionalism, Briant and Doherty 
identified a number of dilemmas that the teacher educators reported. They also found 
that teacher educators have their own professional beliefs to decide what patterns of 
resolution they used to resolve those dilemmas.  The curriculum dilemmas 
encountered by the teacher educators, as a professional group, arose when “the 
stipulated design (did) not reflect the educators’ own professional beliefs about what 
should be taught” (p.57) and when the teacher educators had their own perception of 
what constituted good curricular design. To elaborate curricular dilemmas, Briant 
and Doherty adopted Labaree’s (1997) argument that different values compete for 
dominance in curricular reform. They are democratic equality values (schools should 
focus on preparing citizens), social efficiency values (schools prepare productive 
workers), and social mobility values (schools prepare individuals to compete 
successfully for social goods). Briant and Doherty suggested that, “though one set 
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may become dominant and legitimated in the official curriculum, alternative values 
will still be present in the professional community” (p.58). 
From the data analysis, Briant and Doherty concluded that curricular reform 
creates a climate in which decisions about what constitutes a curriculum are re-
opened for debate. The teacher educators were shown to be critical readers of the 
Australian curriculum documents, monitoring their development and implications 
closely. In the case of curriculum dilemmas, Briant and Doherty found that eight of 
the nine teacher educators “expressed some degree of dilemma when their own 
expertise and curricular values did not align with the dominant values shaping the 
new official curriculum” (p.66). They also identified a new set of dilemmas 
emerging around the politicisation and standardisation of curriculum, and its impact 
on the teaching profession. 
The research articles probing teachers’ morality and dilemmas above (Briant & 
Doherty, 2012; Buzzelli & Johnston, 2001; Shapira-Lishchinsky, 2011) reveal that 
teaching is a morally infused profession. It involves teachers’ awareness and 
professional discretion in what teachers should do and say in the classroom. Buzelli 
and Johnston’s (2001) showed that, although teachers have sources of power to use 
in the classroom, they judge how to use the power wisely in order to create a certain 
social order.  In this sense, teachers can encounter dilemmas between what they want 
to do and what they feel they should do.   
Berlak and Berlak (1981) argue that teachers always encounter dilemmas in 
their work and therefore will develop ways of resolving these dilemmas in terms of 
their pattern of resolution.  Hence, it can be assumed that teachers’ patterns of 
resolution are not ideologically free. Hidden preferences and rationales—in terms of 
teachers’ professional knowledge, teachers’ beliefs, values and ideological 
preferences—influence teachers’ decisions.  Therefore, how teachers’ professional 
knowledge, beliefs, and teachers’ personal values affect their practice warrants 
further research.     
LePage et al.’s (2011) study indicates that teachers in different contexts 
reported different perception regarding teaching morality at schooling.  Further, 
Briant and Doherty’s findings with teacher educators suggest that teachers in 
different contexts might similarly have dilemmas regarding curricular reforms. A 
study about how teachers’ values influence teachers’ interpretation of curricular 
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reform in Indonesia could test this in a very different setting. A study focused on one 
subject area, English in an EFL context, will help articulate the role of professional 
knowledge, beliefs and ideology play in curricular reform. The following section 
reviews research articles dealing with EFL teachers’ work and their dilemmas in 
many different contexts, including Indonesia as the context of this study. 
2.4 EFL TEACHERS’ WORK AND DILEMMAS   
As discussed in Chapter 1, EFL teachers can express a sense of dilemma 
around the worldview carried by the language they are teaching. Moral, cultural, and 
political issues regarding the global spread of Teaching English to Speakers of Other 
Language (TESOL) have been voiced by critical scholars such as Pennycook (1994), 
Widowson (1994), Kumarevadivelu (1999) and, Canagarajah (2003). Pennycook 
suggests number of approaches regarding the spread of English in the world. 
Functionalists argue that the spread of English is “natural, neutral or beneficial” 
(1994, p. 38). In this frame, it is natural because its expansion is seen as a result of 
ineluctable global forces. It is also considered neutral because the English language 
is perceived as a transparent medium of communication, detached from its original 
cultural contexts. It is beneficial since this language can help speakers around the 
world to promote mutual cooperation and greater economic equity. These 
perceptions of a “natural, neutral, and beneficial” spread of English would support 
the emergence of English varieties.  
Pennycook (1994), however, suggests such emergence raises two questions: 
whether to maintain a central Standard English; or whether the different varieties of 
English “should be acknowledged as legitimate forms in their own right” (p.10). 
These two contradictory efforts each have their own risks. The former leads to the 
interference of the ‘owner’ of the language by imposing English language rules, 
while the latter endangers mutual intelligibility between Englishes. Based on these 
grounds, Pennycook (1994) argues that the spread of English should not be seen as 
natural, neutral, or beneficial. The spread of English in many different contexts must 
account for which language attempts to dominant—the indigenous language or 
English. Further, the “natural, neutral and beneficial” (Pennycook, 1994, p. 38) frame 
on the spread of English ignores the dilemmas that might be encountered by people 
more directly involved in language teaching.   
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From Pennycook’s critical stance, my study acknowledges dilemmas that EFL 
teachers may have regarding the relationship between English learning and the 
indigenous language, and dilemmas regarding the cultural baggage embedded in and 
carried by English. Teachers also have the potential dilemma regarding the use of 
imported text books and approaches to language teaching produced by the agents 
who impose Standard English on an EFL context. In this regard, Widdowson (1994) 
addresses TESOL as a socio-political matter, particularly regarding discrimination 
against non-native speaking teachers in TESOL programs. According to Widdowson, 
the approaches to language teaching that promote authenticity and promote language 
as communication in native speaker contexts of use, contradict the principle of ESL 
students’ autonomous learning. For Widdowson, it is a denial of diversity when 
native speaking teachers are privileged over non-native speaking teachers, and that a 
pedagogic approach that works in a native speaking country is assumed to work 
everywhere else. Widdowson argues the importance of getting students to engage 
with the language cognitively, affectively, personally, to become more autonomous. 
In this way, EFL teacher must allow students to make the language their own “let 
them identity with it, let not the teacher impose authority upon them in the form of an 
alien pattern of behaviour” (p. 387) 
In addition to these critiques of TESOL, Kumaravadivelu (1999) presents a 
critical classroom discourse analysis through the lenses of post-structuralism and 
post-colonialism. A post-structuralist is interested in the notion of dominant 
discourses and resistance, while post-colonialism draw on post-colonialist insights 
that explains the cultural politics in a more global scale (Pennycook, 1999). Drawing 
from these approaches, the construction of native speaker and non-native speakers is 
understood within the context of colonial and post-colonial power struggles. In later 
work, Kumaravadivelu (2003) develops concepts of method and postmethod 
regarding the sources of approaches in language teaching. In opposition to methods 
of language teaching that have been developed by native speakers, Kumaravadivelu’s 
postmethod celebrates any pragmatic approach to EFL developed by the non-native 
speaker and “seeks to empower practising teachers in their attempts to develop an 
appropriate pedagogy based on their local knowledge and local understanding” (p. 
549). Canagarajah (2003) builds on this concept to argue that, by using their own 
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approach, teachers could creatively arrange their classrooms to better address 
students’ interest.  
These critical TESOL scholars, as a group, point to the ongoing cultural 
politics and tensions involved in EFL programs. Therefore, my study also seeks to 
understand how EFL teachers in Indonesia negotiate with the methods or approach 
derived from Western literature, in particular the communicative language teaching 
approach. In addition, my study explores teachers’ own methods to accommodate the 
pragmatic demands of their context. More importantly, this study identifies EFL 
teachers’ own methods of resolving the intersection between these cultural politics in 
language teaching and their own professional identity in their local contexts.  
To understand more how teachers in different contexts negotiate methods, I 
now turn to research about teachers’ work in EFL programs. Teachers in EFL 
programs might be those who are non-native English speakers who teach students for 
whom English is neither their first language nor second language.  EFL teachers 
could also be native-speakers of English who teach students for whom English is 
used as merely a foreign language that is, who have no access to the target language 
in the community (Strevens, 1992).   
Non-native speaker teachers have been reported to encounter problems dealing 
with: students’ motivation (Gilakjani, Leong, & Sabouri, 2012); teachers’ 
misinterpretation of the communicative approach and learner centeredness 
(Nonkukhetkhong, Baldauf Jr, & Moni, 2011); and the lack of support from 
authorities; and difficulties in the implementation of communicative language 
teaching (Gorsuch, 2000; Marcellino, 2005). Likewise, native speakers who work in 
EFL contexts have reported problems related to what knowledge to teach (Exley, 
2004) and related to what appropriate pedagogic approaches to use (McMillan & 
Rivers, 2011). This section focuses on recent research studies related to teaching 
practice conducted in EFL contexts such as in Thailand (Nonkukhetkhong, Baldauf 
Jr, & Moni, 2011), Indonesia (Exley, 2004; Lengkanawati, 2011), Iran (Akbari & 
Tajik, 2012; Shawer, 2010), Korea, and Taiwan (Yeh, 2011). 
The reform of English teaching and learning in EFL contexts has followed 
trends in contemporary English language teaching pedagogies. The previous chapter 
(Section 1.5.3) outlined how EFL programs in Indonesia have adopted a broad shift 
in language pedagogy from the grammar translation method which involves learners’ 
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experience of “memorizing endless list of unusable grammar rules and vocabulary 
and attempting to produce perfect translations of stilted and literary prose” (Richards 
& Rodgers, 2001, p.6) to communicative language teaching (CLT),  “a learner-
centred and experience-based view of second language teaching” (Richards & 
Rodgers, 2001, p.158). The most striking feature of this change in approaches in the 
English language classroom is the shift from a teacher-centred to a learner-centred 
approach, which carries implications for teachers’ work.  
Nonkukhetkhong, et al. (2011) shows how a learner-centred approach was 
perceived and implemented by non-native English speaking teachers. In this study 
teachers’ perceptions were explored through interviews, observations and teachers 
self-reporting through a questionnaire.  The participants of the study were five public 
secondary school teachers working in Udon Thani province, Thailand. These 
teachers were recognised by their school principals as good, active and hard-working 
in adopting student-centred teaching and learning processes. They were teaching in 
grades 8 or 9 (14 and 15 year old students).  
Nonkukhetkhong et al. identified a gap between teachers’ beliefs and practices. 
All teachers in this study agreed with the policy of a learner-centred approach in the 
classroom since they believed that this approach had the potential to “enhance 
attitudes toward learning English” (p. 5). However, these teachers rarely 
implemented the communicative approach in their classroom. The teachers were 
reportedly more confident using content focused activities than communicative ones.  
For these teachers, the approach was professionally challenging. This approach 
forced them to change their role from knowledge transmitter to learning facilitator. 
On other hand, such as inadequate teacher qualifications, low student motivation and 
English ability, large classrooms and poorly resourced schools, remained unchanged. 
The participants of this study clearly voiced a concern that their changed role from 
knowledge transmitter to knowledge facilitator had not been supported by proper 
professional learning nor any improvement in classroom arrangements. 
Nonkukhetkhong et al. provides evidence of the difficulties encountered by 
highly regarded non-native English teachers working in an EFL context when they 
attempted to implement learner centeredness, due to a lack of environmental 
supports, and limited understanding of the underlying theory. The limited number of 
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participants in the study limits the generalisability of its findings, but it remains 
highly pertinent to the conditions for teachers in Indonesia.  
Another empirical study of EFL teachers’ responses to curricular reform was 
conducted by Shawer (2010) in Iran. Shawer aimed to explore teachers’ curriculum 
approaches and the strategies attached to each approach. Qualitative methods such as 
interviews and observation were undertaken to gain insights into EFL teachers’ 
curricular choices. The participants were 10 EFL teachers working in colleges with 
either a “restricted” or “free” curriculum policy (p.177). In this study, the “restricted” 
curriculum policy was implemented in the context that imposed restrictions through 
prescribing and strictly monitoring the teaching of a textbook. Meanwhile, the “free” 
curriculum policy enabled teachers to develop curriculum and to choose their own 
textbook and teaching materials. The age of the participants ranged from 30-50 years 
old. They had worked as English teachers for 11 to 20 years. The classroom size in 
this study was relatively small, from 10 to 16 students. 
Shawer’s study drew on Snyder, Bolin, and Zumwalt’s typology of curriculum 
approaches: fidelity approach (curriculum-transmission); adaptation approach 
(curriculum-developments); and enactment approach (curriculum making). The 
fidelity approach “confines curriculum to a course of study, textbook series a guide 
of research plan” (Shawer, 2010 p.174). This involves curriculum knowledge 
(determining what the teacher should teach), curriculum change (starting from the 
centre and leaving no role for teacher) and teachers’ role (as merely a curriculum 
transmitter). Therefore, the feature of this approach is the top down strategy of 
materials development and diffusion.  The adaptation approach is a “process 
whereby adjustments in curriculum are made by curriculum developers and those 
who use it in the school or classroom context” (Shawer, 2010, p.174). This approach 
is based on the distinction between official, hidden, and null curricula. Official 
curriculum is a course of study that dictates objectives, content, pedagogy and 
evaluation. Meanwhile, hidden curriculum is the learning that occurs without being 
planned in the official curriculum. Then, null curriculum is “where teachers supply 
essential concepts, principles, skills, values and knowledge missing in the official 
curriculum” (Shawer, 2010, p.174). The combination of these three curricula in this 
approach results in teachers’ curriculum version. In addition, Shawer found that the 
adaptation approach matches Cohen and Ball’s (1999) notion of instructional 
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capacity resulting from the interactions among teachers and students around 
curriculum materials. The interaction constitutes an arena where teachers develop 
curriculum. The third approach, curriculum enactment, sets curriculum as a process 
“jointly created and jointly and individually experienced by students and teachers” 
(Shawer, 2010, p.147). In this approach the teachers, who are regarded as curriculum 
creators, are those whose role ranges from using, adapting and supplementing 
external curriculum to curriculum development and making. Shawer has argued that 
the curriculum enactment approach reflects the strengths of progressivism as it 
addresses learners’ needs, interests, and personal growth.  
Based on the theoretical frame, the participants in Shawer’s study were 
classified into three different types of teacher approaches: two teachers were 
classified as curriculum transmitters, five teachers were classified as curriculum 
developers, and three teachers were classified as curriculum makers. In the study, 
curriculum transmitters adopt curriculum stabilisation strategies which included a 
single source for pedagogical content and for the students’ book, unit by unit, lesson 
by lesson, page by page, task by task with predictable classroom content. This 
approach also included linear sequencing, static lesson plans and a teachers’ guide 
with pedagogical instructions.  Meanwhile, curriculum developers used “macro and 
micro curriculum development strategies” (p.181) by which they developed, adapted, 
planned and changed the curriculum. These teachers selected activities from 
textbooks, supplemented lesson topics, adapted lessons and tasks, and skipped some 
tasks. The last approach of the curriculum makers adopted curriculum making 
strategies, which included student needs assessment, adoption of multiple sources of 
input, curriculum-bound and curriculum-free topics, and the use of a portfolio 
curriculum by compiling materials from everyday lessons.  
The study’s findings were limited to identifying this typology of teachers’ 
approaches and describing the strategies attached to each type of approach. 
Unfortunately, the reasons why teachers used such strategies were not explored.  In 
my view, it is important to see not only institutional policies (whether endorsing a 
free or restricted curriculum), but also the learning outcomes the institutions sought 
and the assessment used to evaluate teaching and learning. The approach and 
strategies of the teachers usually depends on the assessment and desired learning 
outcomes (Daugherty, Black, Ecclestone, James, & Newton, 2011), so the study 
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would have benefited from a broader field of enquiry that situated these teachers’ 
approaches in their institutional conditions.  
Exley (2004) examined what content knowledge needed by English native-
speaking teachers working in EFL contexts in Indonesia. To understand the 
experience of these teachers, Exley conducted semi-structured interviews with five 
Australian teachers who worked as guest English teachers in Indonesia, where 
English was taught as a foreign language. Interviews with each teacher were 
conducted on four occasions: before their departure to Indonesia; three weeks after 
their arrival in the sites; on their immediate return from Indonesia, and then again 
after six months had elapsed. Exley used Bernstein’s (1996, 2000) theory of the 
organising principles of intellectual fields to describe the content knowledge teachers 
needed to provide instruction in various curricula.  Bernstein separated the 
intellectual fields along a continuum with three main forms of knowledge: 
knowledge of everyday skills; specialised knowledge of general propositions; and 
specialised knowledge of specific disciplinary subjects. Knowledge of everyday 
skills tends to be ritualistic and “something that did not necessarily require much 
explicit instruction” (Exley, 2004, p.7), for example, singing English songs. 
Specialised knowledge of general propositions “evolved out of very general 
propositions and theories” (Exley, 2004, p.7), such as learning general English 
speaking competencies, for example, how to read English newspapers or to travel as 
a tourist in English speaking countries. Knowledge of specific disciplinary subjects 
could be illustrated by the English language competencies needed to engage in 
international trade or political discussion. It was considered to “be part of knowledge 
that was characterised by esoteric discourse” (p.7).  
The research participants found that the Indonesian curriculum focused on the 
language of science, technology, and economics. Knowledge of specific disciplinary 
subjects was required. From their interview reports, the guest teachers felt they could 
not contribute to this curriculum because they were not provided with this 
disciplinary knowledge. As a result, they were withdrawn from classes preparing for 
upcoming exams. Rather, they were encouraged to bring in knowledge focused on 
more general aspects of English language communication and on everyday life in 
Australia. In this case, the content knowledge these teachers drew on were 
knowledge of everyday skills and specialised knowledge of general propositions. 
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From this study it can be concluded that, although native-speaking English teachers 
are often assumed to be advantaged by communicative teaching, there are other 
issues to take into account. Exley (2004) found that the native English-speaking 
teachers were still struggling with knowledge matters. There was a gap between the 
orientation program provided by an Australian State Department of Education prior 
to their departure and the newly mandated Indonesian National English curriculum.  
As this study was concerned with the work of the guest teachers, the findings are 
limited to the specific situation of the participants. This study may have contributed 
more understanding if the data were also taken from the students’ point of view 
or/and from classroom observations. Classroom observation would have enabled an 
analysis of what knowledge was exchanged in these classrooms and also would have 
added to the depth and rigour of the semi-structured interviews. In addition, Exley 
(2004) suggests that teaching English in an EFL context is not merely a matter of 
teachers’ language competency. English native speaking teachers can encounter 
problems other than English language competence, including knowledge about the 
curriculum in EFL contexts.  
Besides a content knowledge base, moral knowledge has also been identified as 
crucial for EFL teachers. A study of second language teachers’ moral knowledge 
base was conducted by Akbari and Tajik (2012) in Iran, where English is considered 
a foreign language. Akbari and Tajik based their study on Buzzeli and Johnston’s 
(2001) argument that, like other kinds of teaching, language education is 
fundamentally moral in nature. This study also based on Van Manen’s (2002, p.136) 
definition of pedagogy as “the complexity of relational, personal, moral, emotional 
aspects of teachers’ everyday acting with the children or young people they teach”. 
Further, Akbari and Tajik built on Johnston’s (2002) argument that ELT is not 
merely a matter of training students in acquiring English, but rather the essence of 
ELT is permeated with moral significance. According to Akbari and Tajik (2012), 
EFL programs “embody a moral landscape” (p. 40) much denser than other teaching 
contexts because EFL classrooms incorporate the cross-cultural meeting of the target 
culture and students’ home culture. In this case, the EFL teacher is responsible for 
facilitating learners’ exposure to and possibly integration into the target culture, 
while respecting learners’ home culture. Akbari and Tajik argued that the interface of 
the two cultures has a significant impact on the moral dimensions of language 
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teaching.  They argued that ELT could create dilemmas for teachers around either 
choosing to explicitly educate learners in moral matters or leaving them in charge of 
their own moral development.  
Akbari and Tajik examined the hypothesis that the pattern of knowledge about 
moral dimensions of teaching can be accessed through the thoughts teachers have 
when they teach their classes. The research questions addressed in this study were:  
1. Is there a significant difference between the frequencies of pedagogical and 
moral thought units of EFL teachers? 
2. Is there a significant difference in the pattern of moral knowledge base 
between less experienced and more experienced EFL teachers? 
3. Is there a significant difference between the pattern of moral knowledge base 
of male and female EFL teachers? 
 A concept of moral thought units in Tajik’s study was developed to identify 
teachers’ thoughts as expressed in the interviews. The moral thought units were 
coded into four categories: 1) teachers’ involvement in the life of the students; 2) 
teachers’ concern with the problem of the sleepy student; 3) teachers’ understanding 
of students’ problems; 4) teachers talking with the family about the student’s 
problem. Forty EFL teachers in four private language institutes in Tehran 
participated in the study. Their ages ranged from 22 to 31 with an even split between 
female and male teachers. They were further categorised based on their teaching 
experience. Half of them had between one and three years of pedagogical practice 
(recognised as less experienced teachers) and the other teachers had between three 
and eight years of pedagogical practice (categorised as experienced teachers). All 
teachers had received a bachelor degree in English language and had also undertaken 
teacher training courses in their institutes. A communicatively-oriented approach was 
followed by all teachers. The classes were further matched in terms of their content 
focus. All classes were concentrated on the development of the four macro skills 
(reading, writing, speaking and listening). 
The study used a stimulated recall protocol to capture teachers’ thinking. This 
entailed videotaping a class session taught by participating teachers and a follow-up 
recollection interview in which the teachers verbalised the thoughts they had while 
teaching. Data analysis was carried out by using a qualitative-quantitative 
framework.  From the quantitative analysis, Akbari and Tajik (2012) found that the 
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experienced teachers recalled a higher number of moral thought units compared with 
their less experienced counterparts. 
From the gender analysis, females reported a higher number of moral thought 
units than their male counterparts. The quantitative analysis also found that 
practising teachers in this study were more preoccupied with the technical aspects of 
their practice, that is, teachers judged pedagogical aspects of their work almost four 
times as important as the moral aspects thereof. Akbari and Tajik argued that the 
teachers’ evident care about the moral underpinnings of their work (recalling 1360 
moral thoughts in their interviews) indicated that teachers in this study have not 
ignored the moral dimensions of their practice. Despite the teachers’ moral 
considerations, the researchers suggested that teacher education needed to train 
teachers to develop a better integrated view of the moral and intellectual aspects of 
teaching while placing more emphasis on the centrality of moral aspects.  
Akbari and Tajik’s study is significant for my study as it is one of the few 
published studies related to morality in language teaching. However, this study did 
not focus on teaching morality in or through language teaching. In addition, the 
particular problems related to the interface of two cultures (target culture and 
students’ home culture) were not clearly identified. The moral thought categories 
identified in this study are common moral thoughts applicable to any subject. 
Therefore, explicit, mandated character or moral education through EFL programs 
warrants further research. In terms of its methods, the stimulated recall protocol used 
in this study was effective. It reminded teachers of what they said and how they acted 
in the classroom and therefore helped teacher participants explain their actions. 
However, the videotape recorder needed to be focused not only on the teachers, but 
also the whole classroom.   
A more progressive approach in ELT, such as the communicative approach, 
can lead to dilemmas for teachers in an EFL context.  Yeh’s ethnographic study 
(2011) of EFL teachers has explored the dilemmas when these teachers adopted these 
theories in their home countries of Taiwan and Korea (2011). The data was obtained 
from the audio-tapes and transcriptions of study group sessions, interviews, minutes 
of the study group, reflective journals, email dialogues, and artefacts from group 
meeting sessions. There were six participants in this study including the researcher. 
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The participants were Taiwanese and Korean EFL teachers studying in the United 
States.   
 Yeh found that there was a lack of congruency between the theories that the 
teachers learned and what they actually practised. Coming from countries where 
English is a foreign language, these teachers battled the competing forces of their 
native contexts and the teaching theories generated from a Western perspective.  Yeh 
suggested that there was always a dilemma for teachers when they used their native 
language to communicate and to mediate ELT activities in recognition that their 
students could not understand instructions in English. Other identified dilemmas 
were related to material selection, particularly, in terms of what authentic materials 
were suitable for Asian students. Another dilemma arose around the axiom, “the 
richer the text, the better”, when teachers realised there was a gap between the native 
culture and the target culture. Teachers’ recognition that EFL learners have different 
language proficiencies and socio-cultural knowledge from those of native English 
speaking learners produced  dilemmas as to whether they should or should not 
modify the original authentic texts for their learners. 
The participants in Yeh’s research were considered representatives of a 
minority group of language teachers. Despite the absence of any report of their  
proficiency levels, teachers involved in Yeh’s study were considered to have better 
English as they had the opportunity to study in an English speaking country and the 
degrees pursued were a Doctor of Philosophy (five participants) and a Masters 
qualification (one participant). Hence, most of the dilemmas reported were 
presumably derived from EFL learners’ lack of proficiency rather than that of the 
teacher participants. For example, teachers reported dilemmas when students could 
not understand the teachers’ English instructions. The teachers’ dilemmas would be 
more complex if the research had also involved EFL teachers who were educated in 
their home countries.    
Lengkanawati (2011) conducted a study of EFL teachers’ competence in the 
context of the 2004 CBC in Indonesia and their perception of the policy. The data 
was drawn from teachers’ English proficiency test and interviews. Teachers’ English 
proficiency test included measures of teachers’ proficiency in listening, writing 
structure, and reading comprehension that were collected using a test similar to that 
used in the international Test of English as Foreign Language assessments, while the 
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assessment of writing skill was gained through a writing test. Interview was also 
used to gather information concerning their perception on the new curriculum and 
problems in its implementation.  
The English CBC targeted student competencies such as the ability to 
communicate fluently and accurately in spoken and written language. Students were 
expected to be capable of using appropriate language varieties in the form of 
interactive and monologic discourse including description, narrative, recount, 
procedures, reports, news items, anecdotes, exposition, explanation, discussion, 
commentary, and reviews. As a consequence, Lengkawanati assumed (2011) that the 
expected competencies would first be possessed by the English teachers in charge of 
the teaching and learning activities in the EFL classrooms.  
Lengkanawati’s study found marked weaknesses on the part of the teachers in 
almost all aspects of English proficiency. The teachers’ competence in writing 
certain genres was considered inadequate. Most essays written by the teachers 
contained weaknesses in almost all aspects of effective writing such as content, 
organisation, vocabulary, and grammar. Lengkanawati considered it doubtful that 
these teachers would be capable of bringing students to the level of competence in 
writing specified in Curriculum 2004.  
From their interviews, the teacher participants reported difficulties in 
understanding and implementing the curriculum as well as evaluating student 
achievement. The guidelines for implementation were so varied that the teachers 
were confused about classroom practice. The situation was exacerbated by class sizes 
of more than 45 students.  They also considered that the approach was time and 
money consuming. Lengkanawati’s study revealed the gap between the vision of the 
2004 curriculum policy and the teachers’ practice. Hence, the policy was not 
implemented well since the teaching environment could not support the policy. This 
study, while offering a valuable snapshot of policy implementation relevant to this 
study, did not develop a more theoretical argument to inform other reform efforts and 
other contexts.  
There are other articles regarding issues around EFL policy and practices in 
Indonesia. Marcellino (2005) explores the gap between the theory of CBC and 
practice; Yuwono (2005) reports on English teachers in less privileged schools; and 
Lie (2009) discusses education policy and EFL curriculum practice in Indonesia. 
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However, there is to date no research on teachers’ dilemmas in enacting the 2010 
curriculum reform in CE and school-based curriculum. There is thus a research gap 
in the field concerning teachers’ dilemmas in the implementation of CE in the 
already vexed context of EFL programs. Therefore, this research will build on the 
previous studies, but consider how coexisting policies (CE and SBC) impact on 
teachers’ work. 
2.5 CONCLUSION   
This review of literature regarding teachers’ work has demonstrated that 
teachers’ professionalism has been constructed as an object of study through a 
number of perspectives. There are at least three points to be made from the above 
review. The complexity of teaching work and sense of professionalism is derived 
from both external and internal factors: Teachers’ work is context-dependent and 
involves teachers’ own emotions. The socio-economic circumstances of the students 
and the culture in which teachers work will affect the way teachers understand and 
perform their professionalism. Teachers’ work needs to be understood as emotional 
labour, that is, teachers’ professionalism relies on the teachers’ ability to manage 
their and others’ emotions. However, a teacher’s emotion is shaped by the learning 
environment and its institutional conditions.  
The literature on EFL practice demonstrated that for non-native speaking 
English teachers, teaching another language is challenging, particularly with the 
communicative approach. Although teachers believe in the advantages of the 
approach, they cannot implement this approach in their classrooms for a number of 
reasons such as students’ behaviour in EFL classes and teachers’ limited English 
language competence.  This approach to language teaching, which the literature 
assumes to be good, is not automatically effective in EFL contexts.  In addition, 
English native speaking teachers who teach in EFL contexts themselves are not free 
from implementation problems.  
The literature around teachers’ dilemmas and values in schooling demonstrates 
that teaching is a moral matter on a number of levels. Yet teachers adopt different 
approaches to teaching morality in their classrooms. In addition, the literature 
reviewed above reported that teachers encountered dilemmas in how to control 
learners, how to interpret curriculum, and how to incorporate values. Comparable 
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studies from different countries found that teachers might have different views on 
morality and moral education.  
 In conversation with the three research realms of teachers’ work, teachers’ 
dilemmas, and the specificity of EFL teachers’ work, this study attempts to address a 
gap in their intersection. This investigation will focus on how EFL teachers enact 
their professionalism in implementing the moral curriculum reform within their 
classes. It is expected that there will be dilemmas in transmitting the mandated 
values, as other studies on reform implementation would indicate. Additionally, this 
study will enrich the research literature as it is conducted in a specific context in 
which EFL teachers have been given more space to translate curriculum policy while 
they are also required to teach prescribed values. 
In terms of methodology, the qualitative research I reviewed mostly used either 
interview or focus group or some observation.  Epistemologically, semi-structured 
interview is considered the most appropriate method to gain understandings about 
teachers’ dilemmas and moral judgements. From the interviews, teachers’ dilemmas 
and teachers’ experiences of their work can be explored.  I have argued that 
observation is also important to use alongside interviews to produce more 
comprehensive and contextual data. In addition, observations could augment 
information that is not expressed in the interview. For this reason, my research uses 
interview and observation as the methods of data generation.  With both interviews 
and classroom observation, this study can describe teachers’ dilemmas and patterns 
of resolution in enacting curriculum policy of CE in their new spaces of professional 
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3.1 INTRODUCTION  
The aim of this chapter is to provide a theoretical framework appropriate for an 
investigation of how non-native speaking EFL teachers engage with official 
curriculum reform in moral education in an era of new forms of teacher 
professionalism.  To conceptualise teachers’ dilemmas in teaching CE within another 
people’s language, this study draws on three areas of social theory: (i) curricular 
reform; (ii) teachers’ professionalism; and (iii) morality and ideology in curriculum. 
A visual representation of the theoretical framework for this study is shown in Figure 
3-1, to help understand how EFL teachers, as important agents in education, interpret 
and enact official curriculum in their classrooms. The overlapping domains of theory 
indicate that teachers’ dilemmas cannot be theoretically accounted for within a single 
domain. And, within the limits of a single dissertation, no one domain can be fully 
explored. Hence, this chapter will outline theoretical understandings informing this 
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Figure 3-1 A visual representation of the theoretical framework used in this study 
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3.2 CURRICULUM AND CURRICULAR REFORM 
The first theoretical concepts underpinning this study are curriculum and 
curricular reform. In everyday usage, curriculum outlines what is taught in school, 
combining thought, actions and the purpose behind students’ learning. In an official 
sense, and at its most general, curriculum provides direction and guidance for 
teachers, school administrators, and principals regarding what teachers are expected 
to teach students in the learning process. Although curriculum is central to the 
abstract concept of education, education is often presented “as if it can or should be a 
social science disconnected from the moral question of curriculum” (Null, 2011, p.3). 
Null (2011) contends that the attempt to separate the study of education as a social 
science from the study of curricula as moral practice is not possible thus theoretical 
separation is dangerous.   
Bernstein (2000) defines curriculum as “what counts as valid knowledge” and 
pedagogy as “what counts as valid transmission of knowledge” (Bernstein, 1971, 
p.85). Bernstein further theorised the interrelationship between curriculum and 
pedagogy in his explanation of classification and framing.  The relationship is so 
close that Bernstein conceptualises them as inseparable in the empirical field and 
defines each as follows.  
Theoretically speaking, classification (C) examines “relations between 
categories” (Bernstein, 2000, p.6). As an example, categories can refer to the subjects 
taught in schools. With stronger classification, there is stronger insulation between 
the categories of disciplinary knowledge, such as that evidenced by the provision of a 
subject specialist teacher. With weaker classification, there is weaker insulation and 
less specialisation between categories of disciplinary knowledge. The concept of 
classification (C) can be used to express the strength and nature of the difference 
between categories including subject discourses in school (Bernstein, 2000). In this 
case, the relative strength of classification or otherwise informs curriculum 
construction. The process of curriculum construction includes classifying what 
subjects to teach and selecting what is deemed as relevant knowledge. Stronger 
classification (C+) refers to a curriculum where “things must be kept apart”, while 
weaker classification (C-) refers to one whereby “things must be brought together” 
(Bernstein, 2000, p.11). In a curriculum with stronger classification, subjects are 
highly differentiated and separated from the others, while in a curriculum with 
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weaker classification, “the boundaries between subjects are fragile” (Sadovnik, 1991, 
p.52). With more strongly classified curriculum, teachers and schools have less space 
to adapt or interpret their teaching materials. Meanwhile, with more weakly 
classified curriculum, teachers and schools are given more opportunities to develop 
teaching materials or even subjects to teach in order to meet school context and 
students’ characteristics, such as in SBC. Hence, with SBC, Indonesia has adopted a 
weaker classification of curriculum design. Likewise, the classification of teachers in 
the context of this study has become weaker since the curriculum reforms in 
Indonesia apply across different types of teachers—as well as different types of 
subjects—under the MOEC. At the time when data was collected, the SBC and the 
reform in CE in Indonesia were to be implemented by all teachers regardless of the 
different status held (government teachers and non-government teachers), the 
subjects taught (Indonesian citizenship subject, religious subject, maths, Indonesian 
language and English language) and the institutions in which they work (state  or 
private schools). The differences in status, subject taught, and workplace could 
presumably be linked to differences in their professional development, their student 
cohorts, and the teachers’ working conditions.   Both the weakly classified SBC and 
CE—which gives all schools, including all teachers, more independence in designing 
curriculum in accordance with the school’s context and which  requires teachers to 
transmit values respectively—have been implemented across the board,  regardless 
of the professional development provided to the Indonesian teachers.  
Meanwhile, framing (F) refers to “control over the selection of the 
communication”, the sequence (what comes first, what comes second), pacing (the 
rate of expected acquisition), the criteria, and “the control over the social base which 
makes this transmission possible” (Bernstein, 2000, p.12).  Weaker framed 
curriculum (F-) exerts less control over teachers when it comes to selecting, 
sequencing, pacing and prioritising curriculum content. With a stronger framing in 
curriculum (F+), the authority exerts more control over curriculum implementation. 
Hence, with a strongly classified and strongly framed curriculum, teachers and 
schools have less space to interpret their teaching materials. With weaker classified 
and weaker framed curriculum, teachers and schools are given more opportunities to 
develop teaching materials and choose what to teach, such as in SBC. Bernstein has 
applied the concept of framing to both external and internal dimensions of teachers’ 
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practice. The external value of framing refers to “the controls on communications 
outside that pedagogic practice entering the pedagogical practice” (Bernstein 2000, 
p.14), for example who can work as a teacher. Meanwhile, the internal value of 
framing refers to controls on the legitimate communication between individuals, for 
example who can speak when in class. In terms of practice within a classroom, 
framing (F) thus relates to the social relations governing the transmission of 
knowledge through pedagogic practice.  Framing regulates relations between teacher 
and students in the context and provides the process in which students “acquire the 
principle of legitimate communication” (Bernstein, 2000, p.12).    
Framing, therefore, can be recognised as the degree of control teachers exercise 
over classroom activities in terms of what teacher and students discuss in a particular 
lesson, how a lesson is arranged and sequenced (based on what criteria), and to what 
degree the teacher or students control the social order. With stronger framing (F+), 
the teacher explicitly controls teacher-student or student-student communication, the 
selection of teaching materials, its sequence and pacing to enable transmission of 
values and knowledge, that is, the delivery of the curriculum. Put another way, with 
stronger framing, the teacher explicitly controls the sequence of the pedagogic 
practice; the teacher can forbid students to talk off topic if the teacher is concerned 
with maintaining a strict classroom social order. With weaker framing (F-), students 
have “more apparent control over the communication and its social base” (Bernstein, 
2000, p.13).  In this latter mode, the classroom appears more interactive, and students 
can have more say about the selection, sequencing and pacing of pedagogic 
activities.   
Framing, therefore, regulates “two systems of rules”—the discursive order and 
the social order (Bernstein, 2000, p. 13). The discursive order refers “to selection, 
sequence, pacing and criteria of the knowledge” (p.13) and regulates how a certain 
discourse is to be transmitted.  The social order refers to “the forms that hierarchical 
relations take in the pedagogic relation and to expectations about conduct, character 
and manner about how to create a conducive situation for the knowledge 
transmission” (p.13). As a consequence, these rules lead to different criteria for 
labelling students. Under stronger framing, the ideal student will be described as 
conscientious, attentive, industrious, careful and receptive. Under weaker framing, 
“conditions for candidature for labels will become equally trying for the acquirer as 
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he or she struggles to be creative, to be interactive, to attempt to make his or her own 
mark" (Bernstein, 2000, p.13).  
In addition, Bernstein labels the rules of discursive order operating in a 
pedagogical context as the instructional discourse (ID) and the rules of social order 
as the regulative discourse (RD). On this point, Bernstein (2000) suggests that the 
strength of framing can also vary over the elements of ID and also vary between ID 
and RD. For example, a pedagogic practice could have stronger framing of its ID and 
weaker framing of its RD. Although Bernstein (2000) noted that these discourses do 
not always move in a complementary relation to each other, he emphasizes that 
change in ID will lead to a change in the RD. Further Bernstein states that “where 
there is a weak framing over the instructional discourse, there must also be weak 
framing over the regulative discourse” (p.13) because the criteria for what counts as 
knowledge becomes more negotiable and less specialised.  
Bernstein then developed the F+/F- continuum into a distinction between 
visible/invisible pedagogic practices respectively. In visible pedagogic practice, the 
rules of ID and RD are more explicit, while in the invisible pedagogic practice, those 
discursive rules are more implicit. Hence, in weaker framing, students are less 
conscious that they are acquiring knowledge. In this way Bernstein (2000) describes 
student-centred “progressive” pedagogy as invisible pedagogic practice.  
Turning to the current study, the pedagogic practice in Indonesian EFL 
classrooms is supposed to be more weakly framed in the ID since the communicative 
language teaching (CLT) approach was implemented in the 2000s. As this approach 
emphasises student-centred pedagogy, teachers are expected to arrange classroom 
activities in such a way that students interact with them and each other more freely, 
and students are grouped in order to communicate with their peers while practising 
English in the classroom. In this case students could be less aware that they are 
acquiring knowledge of the target language. Similarly, with SBC where teachers are 
required to design and develop curriculum, teachers might choose teaching materials 
that interest their students. Thus SBC could be considered to be more weakly framed. 
With CE however, there is stronger framing over the RD since the development of 
students’ conduct, manner and behaviour is emphasized and prescribed. In this 
curriculum teachers are required to transmit values selected by the government in 
Indonesian classrooms.  
68 
 
Chapter 3: Theoretical framework  
With the concepts of classification and framing, reform in curriculum or 
pedagogy can be conceptualised as changes to stronger or weaker classification 
and/or framing. Change can occur at the level of classification, framing or both. 
When there is a change in classification and framing, from stronger to weaker or vice 
versa, there are changes in many other aspects of schooling. As classification  and 
framing change from stronger to weaker, then there will be changes in organisational 
and governance practices, discursive practices (in how curriculum is organised), 
pedagogic practices, the concept of a good teacher, the concept of a good student and 
the concept of knowledge itself (Bernstein, 2000).    
However, even though the MOEC requires teachers to infuse specific values in 
classroom activities, ELT in Indonesia can be described as weaker classification of 
curriculum because of the implementation of the SBC as well as CLT approach. In 
spite of competency standards set by a central authority, under the SBC, Indonesian 
EFL teachers are allowed to adapt their teaching materials. Teachers working in state 
and private schools are encouraged to use authentic materials to enhance students’ 
listening, reading, writing and speaking competencies. 
From this point, it is evident that changes to classification and framing from 
weaker to stronger or vice versa also affects the teachers who must undertake a 
process of adaptation in accepting or resisting the proposed reform. The changing 
concept of student also requires teachers to adapt their practice. Section 3.2.1 below 
explores this notion of change in more detail.  
3.2.1 Curricular reform and ideology 
Curricular reform is an attempt to improve the quality of educational outcomes. 
At its most simple, it is a “hope, of course, that a change of goals, contents, and of 
the ways and means will enhance teaching somehow and in some way” (Hopmann, 
2003, p.459). In this sense, reform of the school curriculum is “widely sought as a 
key instrument of educational change” (Mcculloch, 2005, p.169). However, 
curriculum reform also leads to new challenges in teachers’ work lives (Lai, 2010), 
teacher education (Perez, 2005), school leadership (Niesche & Jorgensen, 2010), and 
even school buildings (Scott-Watson, 2008). In addition, the transition of moral 
education curriculum in China from socialism to “regulated individualism” leads to a 
changing relationship among the state, educational institution, teachers, students in 
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the new context of China (Cheung & Pan, 2006, p. 37). In the implementation of 
reform, the hopes and challenges teachers have to face might equally produce 
enthusiasm or resistance in their professional practice.     
Besides being purposeful, curriculum reform is never ideologically free. 
Reform in curriculum involves contestation that engages the cultural selection, 
values and aspirations of powerful social groups (Jeffers, 2011). More specifically, 
underpinning curriculum reform is “a contest over what is chosen, by what process, 
by whom, with what intent, and with what result” (Macdonald, 2003, p.140). As 
such, the most powerful groups in society negotiate with less powerful groups 
regarding the infusion of values and beliefs in curriculum. Macdonald draws three 
models of curriculum reform in contemporary education systems: top down, bottom 
up, and partnership (Macdonald, 2003). The top down model or “teacher-proof” 
curriculum package is aimed “to minimize the teachers’ influence on curriculum 
reform by developing a tight relationship among educational objectives, curriculum 
content, and assessment instruments” (p.140). The purported goal of the top down 
model is the achievement of high level of accuracy between the conception and the 
practice of curriculum reform. The bottom up model advocates the central role of 
teachers in curriculum reform and the need for teachers to “own” (p.141) aspects of 
the changes that are sought. An example of the bottom up model is when SBC 
locates teachers and the school at the centre of curriculum renewal.   Hence, teachers 
who are perceived as the “real” experts are given more control of curriculum 
development. The partnership model features “the collaboration across schools, 
teacher professional development, community, and student input to meet local needs, 
systematic data collection, monitoring, and revision” (p.142). Macdonald concurs 
with Fullan’s (1999) claim that “curriculum reform is multidimensional, messy and 
trying, shaped by local context” (p.142). 
These three models can be interpreted through Bernstein’s concepts of stronger 
or weaker classification and framing. The top down model can be referred to as 
stronger classification and framing since this model minimises teachers’ influence in 
the curricular reform.  Meanwhile, the bottom up model relates to Bernstein’s notion 
of weaker classification and framing. With this model, control of the curricular 
reform is more distributed and teachers have more space to design and develop the 
curricular reform. The partnership model is placed between weak and strong 
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classification and framing. This third model enables teachers to adapt rather than 
adopt curriculum.      
As various groups of people intervene in the processes of schooling through 
curricular reform, curriculum and education ultimately become a political matter. 
Bernstein (2000) suggests that, when curriculum reform takes hold, valid questions 
include: “Which group is responsible for initiating the change? Is the change initiated 
by a dominant group or a dominated group?”; and “If values are weakening, what 
values still remain strong?” (Bernstein, 2000, p.15). These questions inform this 
study’s analytical framework to recognise what values dominate the reform, and 
which values are prioritised by the research participants in their lessons.      
The models of curriculum reform offered by Macdonald allude to political and 
ideological competition between the central authority and institutions in curricular 
reform. Within the central authority itself, there is internal competition between 
competing value sets. Labaree (1997) outlines three competing values in curriculum 
reform. First, the democratic equality approach to schooling is a belief that “a 
democratic society cannot persist unless it prepares all of its young with equal care to 
take on the full responsibilities of citizenship in a competent manner” (Labaree, 
1997, p.42). The democratic equality goal expresses a politics of citizenship. Second, 
the social efficiency approach to schooling argues that a “nation’s economic well-
being depends on its people’s ability to prepare the young to carry out useful 
economic roles with competence” (p.42). The social efficiency goal arises from the 
taxpayers and employers expressing a politics of human capital. Third, the social 
mobility approach to schooling argues that education is a commodity, “the only 
purpose of which is to provide individual students with a competitive advantage in 
the struggle for desirable social positions” (p.43). The social mobility goal arises 
from the educational consumer expressing a politics of individual opportunity.  
These competing values are initiated and championed by different groups in any one 
society. Labaree concludes that, with competing values within society, education is 
always vulnerable to change. Such change involves conflict, contradiction and 
compromise to keep a balance among competing educational goals in the curriculum. 
When there is a change in the dominant value, there might also be change in 
education at large. As an example, Labaree argues that the dominance of the social 
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mobility goal in the United States “led to the reconceptualisation of education as a 
purely private good” (p.73).  
The recent waves of Indonesian 2010 curricular reform reflect a similar 
competition for dominance between values set as presented by Labaree (1997). In 
terms of preparing young learners for being what is deemed to be good citizens, the 
citizenship subject and religious subjects are introduced.  Moreover, with CE, 
students are introduced to citizenship and “competent manners” not only through the 
aforementioned subjects but also through all subjects taught in school. The social 
efficiency approach is reflected in the growing importance of the English subject and 
the ICT subject (Machmud, 2011) for Indonesian students. The third approach is 
endorsed by the institutions (mainly private schools) which voice intended outcomes 
to attract parents to school their children in the institutions. These institutions appeal 
to students’ individual competitiveness for successful student recruitment.     
Perez (2005) argues that any attempt to reform education is driven by a 
nation’s politics and economy. Since education has to become too high priority to 
empower people to change their situation, to enhance national economic growth as 
well as to promote sustainable development, curriculum as the centrepiece of 
education has been reformed in accordance with the nation’s plans at any particular 
time.  In addition, in today’s educational world, curriculum reforms in most nations 
are stimulated by national “specificity”, as well as by changes in international 
politics (Yates & Grumet, 2011, p.3). The policies around curriculum in most nations 
are driven both by a concern about economic competitiveness and anxieties about the 
loss of cultural identity of the youth. As discussed in Chapter 1, governments around 
the globe have tried to make use of the globalisation discourse to justify local policy 
agendas, including curricular reform (Mok & Lee, 2003).   
Additionally, Moore and Young (2010) argue that recent curriculum policy has 
been driven by two competing imperatives or ideologies: “one largely covert but 
embedded in the leading educational institutions themselves and the other more overt 
and increasingly dominant in government rhetoric” (p.16). In other words, there are 
competing imperatives between educational thought and government policies.  From 
the schools’ perspectives, a government’s intervention might be considered as an 
interruption of the schools’ autonomy.   
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The interaction between government policy and educational institutions in 
curriculum matters has been conceptualised by Bernstein (2000) in his theory of 
recontextualisation and pedagogic discourse. Recontextualisation is “the process of 
delocating a discourse (manual, mental, expressive), that is, taking a discourse from 
its original site of effectiveness and moving it to a pedagogic site, (in which) a gap or 
rather a space is created” (Bernstein, 2000, p. 32).  Bernstein identifies two different 
fields that are involved in a recontextualisation process: the Offical 
Recontextualising Field (ORF) and the Pedagogic Recontextualising Field (PRF). 
The ORF is “created and dominated by the state and its selected agents and 
ministries” (p.33). Meanwhile, the PRF “consists of pedagogues in schools and 
colleges, and departments of education, specialised journals, private research 
foundations” (p.33). Bernstein explains that “if the PRF can have an effect on 
pedagogic discourse independently of the ORF, then there is both some autonomy 
and struggle over pedagogic discourse and its practice” (p.33). If the ORF is weaker, 
there is greater autonomy for schools in terms of space for teachers and schools to 
develop their teaching practice. This condition is similar to aforementioned 
Macdonald’s ‘bottom up’ and ‘partnership’ models of curriculum reform. If the ORF 
is dominant, the local educators only have access to limited autonomy. The ORF’s 
strong control over curriculum is reflected in MacDonald’s ‘top down’ models. 
Discussion on the particular curricular reforms that could re-professionalise or de-
professionalise teachers will be presented in Section 3.4.  
Bernstein elaborates on the concept of the ORF and PRF with reference to 
centring resources and decentred resources respectively. Centring resources are 
generated by resources that are managed by the state. Therefore ORF act to produce 
uniform outcomes or processes across the educational system. Decentred resources 
are those generated and drawn from local contexts and their specificities, which act 
to create divergent outcomes or processes.  
On this point, ideological conflicts are always present in curricular reform 
processes. More particularly, the integration of certain subjects into the secondary 
school curriculum was never free of ideological conflict (Cuban, 1999). Learning 
from the case of history education in the United States, Cuban identified ideological 
conflicts following curricular reform happening in different domains, that is, in the 
process of policymaking as well as in its implementation. From the competing 
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ideologies in each domain, Cuban identified five different types of curriculum: the 
recommended curriculum, the official curriculum, the taught curriculum, the learned 
curriculum, and the tested curriculum.  The recommended curriculum is proposed 
by academic experts or national commissions of educators in terms of the initial 
thoughts on draft curriculum. The draft is preceded by debates or negotiations among 
those groups. Meanwhile, the official curriculum refers “not only to its content and 
structural organization, as displayed in publications for teachers, students, and 
parents, but also to the social value that public authorities place on particular bodies 
of knowledge that the young must learn” (p.68). Official curriculum is the 
documented and published course available to students and to guide teachers.  
Using Bernstein’s theoretical language, the recommended and official curricula 
constitute the ORF’s area of debate. According to Cuban (1999), both recommended 
and official curriculum contain ideological dilemmas that inspire national debates, 
such as individual freedom versus civic responsibility, and academic excellence 
versus equity. Interestingly, Cuban then argues that the official curriculum differs 
from the taught curriculum. The taught curriculum is “the content, skills, and 
values that teachers actually convey in classrooms and laboratories” (Cuban, 1999, p. 
68). Different from the former two curricula, the taught curriculum reflects the 
conflict of ideology experienced by teachers in the process of reconciling the official 
curriculum with the teachers’ experiences, the actual classroom conditions and 
teachers’ beliefs about teaching: 
The taught curriculum resides in the classroom where ordinary teachers, not 
noted educators or officials, live these dilemmas daily. ... Strong constraints 
force teachers to make practical choices. .... Of course, teachers are 
indirectly affected by the ideological dilemmas embedded in policy talk, and 
revision in the official curriculum. But, what shapes routine classroom 
practices, far more than policy talk or adopted policies, are the past 
experiences of teachers as students, their preparation for teaching, their 
beliefs about teaching, the organisational realities of a high school 
workplace, and the students that sit in front of them. Because of all of these 
influences, and because teachers also share in the common democratic 
ideology of opposing beliefs, they juggle conflicting values and make 
practical choices that constitute their daily work. It is these classroom 
dilemmas that teachers face each time they prepare lessons and meet their 
74 
 
Chapter 3: Theoretical framework  
students which will continue to create gaps between the other curricula and 
what teachers teach. (Cuban, 1999, p. 84) 
Cuban’s argument is important for this research: the existence of a gap between 
the official and taught curricula is caused by conflicting ideologies between what 
Bernstein calls the ORF and the PRF. Cuban’s idea of a “gap” is similar to 
Bernstein’s notion of a discursive gap when he theorized the intrusion of ideologies 
in teachers’ work of recontextualisation. The concept of recontextualisation is 
discussed in more detail in Section 3.4.2. 
In addition, the ORF’s recommended and official curricula derive from 
somewhat utopian thoughts. In contrast to the conflicting ideologies that shape the 
ORF’s recommended and official curricula, the taught curriculum is viewed as the 
pragmatic reality for teachers. The gap between the official and taught curriculum is 
the result of teachers’ strategies to adapt the official curriculum to the real condition 
of classrooms, teachers’ professional identity, or even teachers’ misunderstandings of 
basic concept of the official curriculum and so forth. This gap can be assumed to be a 
common element in any curricular enactment.  
The practical conduct of teachers in their classroom must deal with the ideal 
concepts documented in recommended and official curriculum. In this way, any 
slippage through recontextualisation should not just to be celebrated as evidence of 
teachers’ professionalism. Rather, this research is equally concerned about the 
potential when the discursive gap empties the curriculum of the powerful knowledge 
intended by the curricular reform. By examining what dilemmas teachers have in 
their implementation of curricular reform, this research considers the implications of 
the discursive gap and its potentials.   
3.3 MORALITY AND IDEOLOGY IN CURRICULUM  
This section on theoretical treatments of morality in education focuses on the 
understanding that education functions to create or sustain a particular social order. 
The notion that education serves to train or socialise individuals to sacrifice 
themselves for the common good has been voiced since the time of Plato through his 
Republic, which “focuses on education as the key to the virtue state” (Spring, 1999, 
p. 15). However, such undertakings in complex new times are debatable.  
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Theoretical approaches to moral education have been developed by ancient to 
contemporary philosophers, from Aristotle to MacIntyre (Carr, 2008). Aristotle’s 
analogy between character formation and skill acquisition resonates with 
philosophical thinking in current moral education theory. Aristotle argued that 
virtues are better cultivated in positive parental and educational climates of 
encouragement, love, and support through “exemplification” or modelling  of good 
conduct for the young (Carr, 2008p. 114). Meanwhile,  MacIntyre (2013) argued that 
to build a better sense of morality, character, and action, people need to understand 
culturally valued literature and arts. Both philosophers advocated narrative forms of 
history, religious myth, imaginative literature and arts to trigger pupil’s 
“understanding of themselves as individual and social selves acting in the world” 
(Carr, 2008, p. 115).  
This research, however, will not examine those curricular approaches.  
MacIntyre’s idea is more applicable in research regarding official curriculum and 
decisions around what knowledge to legitimate at school. Rather, this study focuses 
more on how moral education that is prescribed by official curriculum is ultimately 
practiced in classrooms, regardless of the particular subjects taught (e.g. history and 
Arts), and how educators, more particularly Indonesian teachers, understand their 
roles to enact the official moral curricular reform in their classrooms.   
Durkheim (1961), a foundational sociologist who studied education and 
morality, argued that mass education systems carry a responsibility to accustom 
students to the common beliefs and moral values of the society in which they live. 
Durkheim characterised education as the institution that fosters transmission of 
culture (Ottaway, 1955) from the older generation to the younger in preparation for 
their social participation.  Durkheim strongly endorsed the idea that schools should 
be a place of moral training for youth, and actively instil in the young common 
values and rules of conduct (Ryan, 1986). In this way, schools necessarily “have a 
directional or moral agenda for the sake of social cohesion” (Dill, 2007, p. 223).  
Durkheim’s book, Moral Education: a study in theory and application of the 
sociology of education (1961), is a collection of his lectures given in 1902-1903 at 
the University of Bordeaux. Through this book Durkheim outlines his response to the 
changes in France’s educational system in early 20th century when there was a strict 
separation of church and state in education (Dill, 2007). Although it is Durkheim’s 
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response to what happened in France over a century ago, the ideas he raised resonate 
well with the challenges facing education systems in today’s more complex world.   
First, Durkheim argued that the goal of moral conduct extends beyond the 
nation-state. According to him humankind lives in the midst of family, the nation, 
and the humanity, and the three social settings represent “phases of one’s social and 
moral evolution, stages that prepare for, and build upon, one another” (Durkheim, 
1961, p. 74). Therefore, he argued that humankind is morally complete only when 
governed by the threefold force (family, nation and humanity).  The horizon 
governing moral conduct thus should be not only family or nation-state, but 
humanity. For that purpose, the values developed within the former two stages—
family and nation—should cohere with the values of humanity. Durkheim’s threefold 




Figure 3-2 Durkheim’s three-fold moral force 
All stages of humankind’s moral evolution are conceived as nested within the 
broadest realm of humanity.  Family, as the smallest unit, is the first stage in which 
individuals’ social and moral values are prepared for participation in the larger units 
–nation and humanity respectively. Since his idea that an individual is morally 
complete only when governed by these threefold forces, Durkheim (1961) suggested 
all components should be consistently linked to, and compatible with, each other.  
Hence, the figure is an idealised picture since all components are neatly nested and 
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Durkheim’s model of the threefold force of morality seems utopian since 
everything aligns in an impeccable way. Society, including the relationship between 
individual, family, and society is more complex. The greater complexity of today’s 
society is characterised by the accelerating mobility of families, and the marked 
discrepancies in social/economic opportunities among families. Chapter 1 outlined 
the variety of schisms currently troubling Indonesia as a nation. Likewise, the 
number of individuals raised in diasporic families experience contradictions between 
their new nation-state and their ethnic national identities. For example, new-comer 
families who have strong religious beliefs/affiliations might not be attached to the 
nation-state in which they reside. In many different cases, nations with stronger 
forms of nationalism may not nest comfortably within a common “humanity” placing 
the smallest components (family) somewhere outside the nation circle.   Hence, the 
greater complexity in many different societies requires different thinking about ways 
to building a common sense of morality.  
This study will build on Durkheim’s ideas that there must be systematic 
attempts conducted by social institutions to provide and nurture the integration of 
individuals in their society, typically through education. The difference is that 
today’s schools have to work harder to align the different levels of moral force: 
family; nation-state; and humanity.   
Secondly, Durkheim was particularly concerned about secular moral education 
as applied in schools supported by the state.  Durkheim’s distinction between 
religious and secular moralities in education offers a sociological grounding for the 
study of CE in contemporary education systems. As opposed to religious morality, 
secular morality is not derived from religion but “rests exclusively on ideas, 
sentiments, and practices accountable to reason only” (Durkheim, 1961, p. 3).   In 
this sense, Durkheim argued that morality must not be regarded as a sacred thing by 
which people’s moral conduct is only performed for reasons of religious obligation 
or devotion. Rather, morality is instituted for the advantage of humankind. To this 
end, morality in educational institutions should be explained to students by using 
rational language and therefore educators must present moral beliefs “as freely 
subjected to criticism” (p.10). When students understand the rationale behind moral 
conduct, they can critique and govern their own moral conduct.     
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However, both religious and rational moralities co-exist in current societies. 
Hotam and Wexler (2014) termed a society according to whether religious or rational 
moralities dominate using the categories of pre-secular, secular or post-secular 
societies. Post-secular society is a contemporary society that is characterised by its 
“return to religious and/or spiritual quests” (2014, p. 2). It is argued that the return of 
religious quests in the educational field should not be seen as replacing secularity. 
Rather, theoretical approaches to morality in education need to consider how 
religiosity and secularity interact in contemporary education. 
Durkheim’s ideas of the key role of education in positioning the human subject 
in relation to the prevailing social order led some scholars to characterise him as “a 
specialist of moral order” and as conservative (Davies, 1994, p. 12). Bernstein 
elaborates on Durkheim’s ideas by arguing that school is one form of symbolic 
control, or regulator of cultural reproduction and its change.  Bernstein then pursues 
these issues into the micro level of educational practice, that is, the classroom. With 
his concept of pedagogic discourse —in which ID is necessarily embedded in a 
RD—Bernstein demonstrates the importance of nurturing a shared moral order or RD 
in the classroom (see more details in Section 3.3.2). 
Though Eurocentric in origin, Durkheim’s theory of moral education and 
Bernstein’s theory of pedagogic discourse are relevant to my study that examines the 
implementation of moral curricular reform in Indonesian classrooms. The 
philosophical thought and design behind the reform seeks to sharpen education’s 
social role as a site of moral inculcation in the face of growing social diversity that 
threatens social cohesion. In addition, Durkheim’s distinction between religious and 
secular morality is relevant to this project since this study is conducted in a site in 
which religiosity is salient in both the community and its schools. In contrast, 
Indonesia’s CE has been conceived and presented as a secular moral code – a set of 
values that do not reference sacred texts or practices for their legitimacy. State 
schools, as opposed to madrasah, cater for all students regardless of their religion. 
However, in settings such as Indonesia, schooling is steeped in religion. Whether the 
enactment of CE in Indonesian schools invokes religious or secular modes of 
modality becomes an empirical question.  
This research has purposefully sampled classes in notionally secular state 
schools in Indonesia and explicitly religious private schools. My research aims to see 
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how the moral premises of CE are translated and enacted by teachers in their various 
classrooms. Therefore, this study, by looking at the data derived from classroom 
observations and teachers’ interviews,  analyses whether the two types of  schools in 
Indonesia recontextualise the CE reforms as  secular moral education as Durkheim 
describes or reinterpret the curricular intentions as religious moral education.  
CE, the main topic of this study, is one way to teach morality to students 
through the curriculum. The contemporary concept of CE will be explained in the 
following section. Then, the section will be followed by other section on broader 
theory to understand how education and pedagogic discourse transmit morality in 
other ways.  
3.3.1 Character education  
The concept of CE has, at times, been understood as being interchangeable 
with the concept of moral education. While Smith (2006) describes moral education 
as a type of CE, Hill (1991) argues CE is an alternative to moral education. Hill’s 
argument is based on the history of teaching morality in the United States, where 
there has been a tendency in much American literature to blur the separate discussion 
of religious, moral, and social concerns in education “by speaking constantly about 
values education” (Hill, 1991, p.33). Therefore, Hill (1991) underlined that a 
curriculum specifying a list of the desired values or traits to be acquired is considered 
the most definitive feature of CE. As can be seen in Section 1.4.3, the Indonesian 
government through CE has stipulated a list of the desired values to be acquired by 
learners (Table 1-1).     
  CE can also be described as “a wide tent, covering a variety of approaches to 
building good character” (Lickona, 1996, p.92). It focuses on meeting a wide range 
of students’ needs including academic, moral, physical, psychological, and social 
needs. The call for CE has been amplified by what Lickona refers to “as troubling 
youth trends”, “the decline of family” and “the desire for a recovery of shared, 
objectively important ethical values” (1993, pp.8-9). There are other social problems 
that have made people in the United States of America aware of the importance of 
CE including a high profile corporate scandal (Smith, 2006), and a “pervasive 
orientation to individualism” (Turiel, 2002, p.vii) that might lead to the devaluation 
of others and a  disregard for courtesy (Ryan, Bohlin, & Thayer, 1996). In Indonesia, 
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the call for CE is aimed at eliminating internal conflicts and corruption in order to 
create harmony and prosperity in the whole society (see Section 1.4.3).  
 Projecting desired values through the school curriculum in the form of CE is 
considered to be largely a panacea for the above mentioned social problems. Schools 
are essential to developing youths’ good character to “be fully human”, and the 
important task of building a moral society (Lickona, 1996, p.91). Likewise, 
contemporary CE programs should focus on teaching students “specific universal 
values” to help them think and behave in an ethical manner (Smith, 2006, p.16). 
Further, Smith argues that CE must be framed in a caring school community in 
which teachers and administrators strive to build good working relationships with 
parents and community members. Smagorinsky and Taxel (2005) outlined four 
general approaches to CE: didactic; reflective; individual; and collective approaches. 
The didactic approach is fundamentally conservative, that is, designed to maintain 
existing norms rather than allow young people to reconstruct them. The supporters of 
the didactic approach argued that corrections must be made given  the fact that 
human nature is flawed and peer culture tends to lead students’ conduct and 
behaviour in the wrong direction. Teachers, through CE, need to take the initiative to 
shape a positive shared culture. The reflective approach, however, is based on the 
assumption that CE is achieved when young people develop concern for others 
(Smagorinsky & Taxel, 2005). The individual approach, on the other hand, is based 
on the perspective that foregrounds the individual as the locus of moral decisions and 
therefore CE. Another viewpoint is the collective approach which notes that the 
focus of CE needs to be evident in the school environment. Although much of the 
discussion in the literature on CE speaks of the need for a “comprehensive holistic 
approach” that includes the creation of a “moral community” (Smith, 2006, p.19), 
most CE programs are didactic in nature and explicitly endorse instilling traditional 
values (Smagorinsky & Taxel, 2005).  
With Bernstein’s concept of classification and framing, the didactic approach 
can be understood as stronger classification and framing, while, relatively speaking, 
the reflective approach can be understood as weaker classification and framing. The 
Indonesian CE curriculum is thus designed to maintain and strengthen existing norms 
such as religiosity, respect, friendliness, patriotism, and nationalism. Through the CE 
policy, the government formalised teachers’ role to develop students’ morality. 
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In terms of which values to infuse, Berkowitz and Bier (2005) argue that 
contemporary CE programs should focus on teaching students specific values—
caring, courage, equality, freedom, generosity, hard work, honesty, kindness, 
resiliency and respect—that help students think and behave in an ethical manner.  In 
many cases, apart from these values, particular societies choose other desired values 
to instil. Australia, for example, adds the ethic of a ‘fair go’ to values education 
(Department of Education, Science and Training, 2005). Meanwhile, Indonesia has 
eighteen values—but not ‘freedom’—to infuse in its CE. Values such as ‘religiosity’ 
and ‘social awareness’, are derived from the values and culture dominating the 
Indonesian community, which is considerably different to other countries.  
 CE in this study is understood as the aspects of the official curriculum that 
stress the development of students’ manners, behaviour, and conduct. It reflects a 
deliberate attempt to instil a list of desired values issued by the educational authority 
in the curriculum. Furthermore, in the context of this study, the MOEC requires 
teachers to clearly state the target curricular values in each lesson plan. The 
Handbook of Character Education (Kemendiknas, 2011) developed by the official 
authority outlines how to transmit these values. The goal of CE is thus not only about 
meeting academic needs but also about the moral development of students. 
Indonesian CE, therefore, can be regarded as the ORF’s aim to reinforce and 
maintain existing values. By looking at the values stipulated by the MOEC education 
is being used as a means to promote good behaviour and attitudes, regard for 
diversity and differences, and dispositions to face an increasingly competitive world. 
The ORF requires the PRF to teach values in a more didactic approach to prepare 
youth for a competitive world as well as to re-energize their national identities. 
3.3.2 Moral discourse in pedagogic discourse  
Bernstein’s (2000) theory of pedagogic discourse relates to the principles of 
CE in another way, beyond curricular content. For Bernstein, the aim of education is 
not only meeting students’ academic needs, but also entails another equally 
important aspect, that is, to address students’ conduct and behaviour to contribute 
towards  a particular kind of social order.  Education is perceived as an institution to 
transmit not only knowledge but also values rooted in certain ideologies within 
society. Bernstein stated that pedagogic discourse is a rule or device which thus 
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embeds two discourses: “a discourse of skills of various kinds and their relations to 
each other, and a discourse of social order” (2000 p.31-32). As explained previously, 
Bernstein’s concept of instructional discourse (ID) refers to what the curriculum 
transmits, whilst regulative discourse (RD) refers to how to transmit the what. In 
addition, Bernstein states that RD is the dominant discourse because it serves as “the 
moral discourse that creates the criteria which give rise to character, manner, 
conduct, posture, etc” (p.34). Thus Bernstein (2000) theorizes pedagogic discourse as 
a single but double sided discourse. Figure 3-3 below represents the relationship 







                                                
 
Figure 3-3 Bernstein’s concept of pedagogic discourse, Source: Bernstein, 2000 
Approaches to instilling values through the RD of education might vary 
depending on the strength of framing in each of the ID and the RD. By way of 
example, the strength of framing can vary between ID and RD, for example having 
weaker framing over the RD and stronger framing over the ID. As noted earlier, 
Bernstein (2000), however, notes that, when there is weaker framing over the ID, 
there must also be weaker framing over the RD. When framing is stronger, 
pedagogic practice is more visible. In this case, the rules of ID and RD are made 
“explicit” (Bernstein, 2000, p.14) and values are articulated clearly; there is stronger 
differentiation in what a good student is and what a good student is not.  When 
framing is weaker, the rules of RD and ID are left implicit and the pedagogic practice 
is described as less visible.   
Bernstein articulates his regret when schools and classrooms make a distinction 
between the transmission of skills and the transmission of values, and when 
researchers purport to be studying the two, or “thinking as if they are two” (2000, 
p.32). For Bernstein, there must be a misunderstanding if pedagogy is considered to 
only transmit knowledge. As a consequence, the focus ‘merely’ on knowledge 
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transmission in pedagogic discourse might also lead to the lack of empirical studies 
of the regulative discourse. As Doherty (2014) states, “though the regulative 
discourse creates the conditions of possibility for any pedagogical work, it has 
received less scholarly attention” (p.64).  Doherty additionally argues that 
researching aspects of regulative discourse is challenging since moral discourse can 
become sublimated through the class activities. Such research challenges and 
misunderstandings should not outweigh the importance of researching regulative 
discourse. Research on regulative discourse can make a contribution to not only the 
development of teaching practice but also to understanding society at large, 
especially given education is a major institution for the moral training or moral 
treatment of youth.  
    This study, therefore, researches pedagogic discourse as a single discourse 
that combines the two discourses of ID and RD to understand teachers’ experience in 
implementing the CE curriculum. Bernstein suggests that any pedagogic practice will 
necessarily transmit values through its RD. Interestingly, by implementing the CE 
curriculum, Indonesia has potentially created an ID of values as well. Hence, this 
case offers an interesting conundrum to see how PRF agents will negotiate this 
curriculum as there may be the potential for mismatch or tension between the ID and 
RD values.  
3.4 CONCEPTUALISING TEACHERS’ PROFESSIONALISM  
Teachers not only have responsibility for students’ learning outcomes and the 
students’ take up of a particular conduct, character, and manner. They are also 
required to implement new curriculum in different classrooms. This space of 
informed judgement, knowledgeable interpretation, and responsible enactment would 
warrant the status of professional in common sense terms. 
From a sociological perspective, the concept of teacher professionalism also 
needs to account for how the states regard and treat teachers’ professionalism, in 
terms of teacher professionalisation and their role in curricular reform. Across many 
parts of the world, teacher professionalisation is increasingly sponsored and 
governed by government agendas to identify, codify, and apply professional 
standards of practice to the teaching workforce (Hargreaves & Goodson, 1996). In 
this way, Indonesian teachers have been compelled to take a written test of uji 
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kompetensi guru (competency test) for teachers and are required to collect a teaching 
portfolio to meet teaching certification criteria. Despite the fact that the government 
pays incentives for those who meet these requirements, this government agenda to 
professionalise the teaching workforce as a way to lift education standards is 
becoming more explicit and systematic.  
 Scholarly debates over the relationship between teachers’ professionalism and 
curricular reform have been developed from two different standpoints. Some critics 
argue that teaching is being “de-professionalised” as a result of recent conservative 
education reforms. Meanwhile, other proponents characterise curricular reform as an 
opportunity for “re-professionalisation” since it is a process to make teacher 
professionalism more in keeping with the current needs (Whitty, 2000, p. 282). 
Rather than align with either camp, this study will assume that whether curricular 
reform leads to teacher de-professionalisation or re-professionalisation will depend 
on the nature of the reform.  
Standardisation of education in many different states has led to the call for a 
more professional teaching workforce. Beyond teachers’ professionalism is a balance 
between what Schleicher (2008) called “informed prescription and informed 
professionalism” (pp.84-85). The former refers to accountability by which the state 
has “central curriculum and evaluation systems that enable the steering of teachers’ 
and schools’ work toward particular educational outcome” (Luke, Woods, & Weir, 
2012, p. 17). The latter refers to “schools’ and teachers’ relative degrees of autonomy 
in using professional judgement to shape and modify curriculum and pedagogy” 
(p.17). The more autonomy the official curriculum offers, the more opportunity the 
teachers have to exert their professionalism. Therefore, both clear objectives 
presented in official curriculum and sufficient degrees of teacher autonomy are 
important factors to achieving educational outcomes. Based on Schleicher’s 
informed prescription and informed professionalism, Luke et al. (2012) argue that 
teachers’ professionalism, is enhanced through curriculum documents or syllabi that 
are not too strictly prescriptive.  Rather, curriculum should be a general outline of 
expected coverage and standards to enable teachers to exercise their knowledge base 
and professionalism while taking the types of their students into account. Similarly, 
Hargreaves and Goodson (1996) argued that  teachers’ work is becoming re-
professionalised in ways that involve broader task, greater complexity, “more 
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sophisticated judgment, and collective decision making among colleagues” (p. 3),  
while other parts of teachers’ work are becoming de-professionalised in terms of 
more pragmatic training and increased dependence on detailed, prescriptive learning 
outcomes.    
 Applying Bernstein’s concept of stronger/weaker framing in curricular reform, 
the weaker framing enables teachers to exercise their professionalism. Weaker 
framing would describe de-centralised educational policy in terms of SBC that 
enables teachers to exercise their professionalism, since teachers are more able to 
make or select their own teaching materials. Meanwhile stronger framing refers to 
strict prescriptive curriculum and leads to the de-professionalisation of teachers 
because it restricts their judgement, limits their professional choices and restricts 
teachers to official textbooks for teaching materials.  
The problem is that Schleicher’s balance for informed prescription relies on 
informed professionalism. Any autonomy that curricular reform offers will 
necessarily need “teachers’ professional capacity to locally interpret, adapt and adjust 
curriculum content, pacing, presentation, interaction and structure to particular 
institutional, community settings and student cohort characteristics” (Luke, Woods, 
& Weir, 2012, p. 19). The informed prescription that can support and enhance 
teachers’ professionalism will not work effectively in a situation in which teachers 
do not have the aforementioned capacity. Hence, this condition creates a chicken-or-
egg dilemma to be resolved around which comes first—teachers’ professionalism or 
curricular reform that allows room for it to grow?  
This study was conducted in Indonesia at a time when SBC had been 
implemented for six years. Applying the theory of teachers’ professionalism above, 
the official curriculum’s ‘informed prescription’ allowed Indonesian teachers to have 
more freedom or autonomy to develop curriculum in accordance with school needs 
and conditions. Therefore, with SBC, some parts of Indonesian teachers’ work were 
potentially re-professionalised. The problem is this autonomy will mean nothing for 
teachers if they do not have the capacity to interpret, adapt and adjust curriculum 
content as intended. The fact that Indonesia has different levels of teacher 
professional status (for example, as civil servant and non-civil servant teachers as 
outlined in Section 1.5.1) allows this study to examine whether teachers of different 
professional status displayed different capacities to re-professionalise. Secondly, 
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alongside the weaker prescription (F-) of SBC, the concurrent CE reform was more 
strongly prescriptive (F+). Teachers working in language education in Indonesia 
were required to instil a particular set of values as prescribed by the CE policy. This 
study thus probes how teachers of different status exercise degrees of 
professionalism.  
To analyse these contradictory reforms and trends in teachers’ professionalism, 
the theory of recontextualisation will be adopted together with an understanding of 
systemic dilemmas for teachers as articulated by Berlak and Berlak (1981), and of 
the dilemmatic space (Fransson & Grannäs, 2013) constructed between reforms. 
Taken together, these theories help explain how teachers in the PRF encounter and 
negotiate dilemmas when enacting the curriculum reform in CE as specified by the 
ORF.  Core to the recontextualisation concept (or curriculum implementation) is the 
notion of a discursive gap—a  space for ideology to play (Bernstein, 2000), which 
also relates to the notion of teachers’ dilemmas. Each concept will be explored in 
turn.  
3.4.1 Dilemmatic space in educational context  
An educational context which is dynamic, complex, and political has 
consequences for both the educational system and for teachers’ daily practices. This 
section offers a more elaborated theoretical perspective for understanding dilemmas 
that can emerge in teachers’ work. Some models of teachers’ dilemmas (for example, 
Ehrich, Kimber, Millwater, and Cranston, 2011) consider dilemmas to be special 
situations to which teachers react. This model would suggest that dilemmas are 
situations in which logical sequences flow “from left to right” (Fransson & Grannäs, 
2013, p. 11) that is, as a one way influence producing tensions requiring the teacher’s 
resolution. 
Fransson and Grannäs (2013), however, disagree with Ehrich et al.’s model. 
Rather, they offer Honig’s (1994) concept of dilemmatic space, defined as “social 
constructions resulting from structural conditions and relational aspects in everyday 
practice” (Fransson & Grannäs, 2013, p.7). According to these authors, the logical 
sequence of dilemma situations offered by Ehrich et al. and similar models do not 
reflect the structural complexity and embeddedness of teachers’ work. For Fransson 
and Grannäs, dilemmas are not merely occasional situations requiring teachers to 
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react; rather they are ‘ever-present’ (p.10) in a space created by relations between 
teachers and their context, as well as between teachers and other individuals. Within 
the dilemmatic space, these relations lead to teachers being positioned in certain 
ways and having to negotiate their professional identities.  
In addition, the idea that dilemmatic space is one of processes of personal 
identity construction has been highlighted by Honig in his critique of William’s 
(1981) concept of dilemma. According to Honig (1994, p. 568), dilemmas ought not 
be considered only in terms of “discrete events onto which unitary agents with 
diverse commitments stumble occasionally (as William does), but perhaps also in 
terms of dilemmatic space or space which both constitute us and form the terrain of 
our existence.” Hence, dilemmatic spaces treat dilemmas not only as mere “value 
pluralism” (p.569) but also acknowledge dilemmas as ways for individuals to form 
and express their identities. From this stance, teachers’ professional identities are 
crafted through teachers’ work. As Indonesia has different statuses for teaching 
workforces—civil servant teachers and private school teachers—it is important to see 
how these different conditions of employment map onto teachers’ dilemmas and 
therefore their professional identities.   
To analyse the complexity of teachers’ work, Fransson and Grannäs adopted 
this concept of dilemmatic spaces as ongoing situations in which the “reciprocal 
dependencies” (2013, p. 11) of competing forces of structures and individuals are 
held in tension. The competing forces in dilemmatic spaces could be derived from 
teachers themselves, from structures regulating the educational systems and school 
principals enforcing particular conduct, as well as from teachers’ colleagues, parents, 
and students. More importantly, the concept of ‘reciprocal dependency’ in 
dilemmatic space infers that dilemmas emerge only if the actor orients to something 
or someone else in the dilemmatic space. To conceptualise dilemmatic space, 
Fransson and Grannäs (2013) add a spatial dimension to the category of perceived 
dilemmas in educational contexts to enable researchers to explore teachers’ 
experiences. Teachers’ relations to others invoke their consciousness and awareness. 
Their consciousness and awareness in turn contribute to teachers’ decisions over how 
what Honig termed “to act for the best” (2013, p. 5).  
This treatment allows for a degree of individual awareness, hence teachers’ 
experiences of dilemmas can differ. Accordingly my research assumes that the 
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dilemmatic space constructed between contradictory curricular reforms will play out 
differently for different individuals. The degree of perceived dilemmas might depend 
on one’s knowledge, values, beliefs, and professional identity. For example, a new 
policy might be seen as dilemmatic by one teacher, but not considered so by another 
if those two people have different knowledge about the policy, different values, 
different beliefs for evaluating the policy, or different professional status with which 
to negotiate their practice.  
Additionally, although dilemmas emerge in relation with others and the 
structural context, this research assumes that the professional identity or professional 
status contributes to the construction of dilemmas and possible solutions to these 
dilemmas. Teachers’ resolutions in turn constitute their professional identity and 
professional position in terms of thick or thin curriculum recontextualisation. These 
assumptions can be explained as follows.  The changing educational context 
undoubtedly demands teachers to “balance different options and positions” (Fransson 
& Grannäs, 2013, p. 9) so that teachers select how to acting for the best in order to 
deal with situations in a particular context, a particular school, and a particular 
classroom. The “best” way will differ between teachers depending on many aspects. 
Therefore, there will be a process of negotiating many different values and positions 
in dilemmatic space. William (1981) suggested that the process of negotiation 
involves not only the entire constellation of values—in this case, teachers’ values and 
curricular values—and practice, but also requires individuals’ efforts and acting for 
the best. In this way, how teachers perceive the new educational policies and what 
decisions teachers make in the face of perceived dilemmas implicates teachers’ 
professional positions. From this point, it is important to notify that the term acting 
for the best, offered by William (1981) and Honig (1996), is adopted in this thesis to 
explain teachers’ decision to resolve their dilemmas in their practice. 
Hence, this research analyses the responses of two differently positioned 
groups of teachers in Indonesia—state school teachers and private Islamic school 
teachers—to a new curricular context that potentially produces dilemmatic space. As 
outlined in Chapter 1 and further developed in Chapter 4, the two groups of teachers 
in Indonesia are classified differently in terms of professional learning opportunities, 
rewards, and their school environments. Teachers’ school environment has 
consequences in terms of the unique terrain and challenges the teachers encounter, 
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for example, typical student behaviour and levels of motivation. Then two different 
groups of teachers’ awareness of dilemmas will be explored.   
In addition, since negotiations, positioning, and dynamics of the competing 
forces are acknowledged in dilemmatic space, teachers will be involved in “micro 
political manoeuvres” (Fransson & Grannäs, 2013, p. 9) in their everyday practices. 
Such political manoeuvring is needed especially when teachers “end up managing 
recurring dilemmas” (p.9).  In Bernstein’s (2000) theory of recontextualisation, the 
micro political manoeuvre is equated to recontextualising agents’ exercise of 
ideology involved in “the gap” (p.32), which is created in the process of relocating 
the original discourse to a discourse within a pedagogic site. The competing forces 
that play out as micro political manoeuvres can be regarded as ideologies at play 
within the gap. Teachers, as agents with the power to re-contextualise the ORF’s new 
reforms, may actively assert their values in the micro political manoeuvres of their 
recontextualisations.      
All in all, the concept of dilemmatic spaces enables me to explain how teachers 
cope with the complexity of educational context by undertaking a two dimensional 
analysis: “vertical and horizontal analysis” (Fransson & Grannäs, 2013, p. 13). The 
former can be illustrated by the teachers’ relational positioning compared with the 
more powerful agents such as ORF curricular reforms, syllabus and administrative 
displacement, while the latter can be described as teachers’ relational negotiations 
with teachers and students. Besides identifying the multi-directional arrows of 
competing forces in dilemmatic space, this thesis can also explore how teachers with 
different professional status may react differently to the ORF’s reforms in the 
dilemmatic spaces they occupy and orient to.   
In addition, as a sociological study this research aims to understand social 
phenomenon by looking at the interdependence of actions by individuals within the 
system.   It attempts to see how teachers react to the actions of institutional actors 
issuing contradictory curricular reforms.   The Indonesian policy of CE prescribes 
stronger framing (F+) where teachers are required to nominate particular values in 
their lesson plans. Interestingly, this policy was issued within the weaker framing (F-
) of SBC, where teachers were offered more autonomy to develop their own lesson 
plan and choose their own materials.   This opportunity raises the question of how 
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state school teachers and private Islamic school teachers work with this inherent 
contradiction.   
3.4.2 Recontextualisation  
Of particular interest to the present study is the relationship between 
Bernstein’s concept of recontextualisation and teachers’ professional discretion in 
enacting the curriculum. According to Bernstein, the recontextualising rules are 
derived from other rules, being the distributive rules. Distributive rules regulate “the 
relationship between power, social groups, forms of consciousness, and practice” 
(p.28). Distributive rules distinguish classes of knowledge in terms of what is 
considered to be esoteric or mundane knowledge, and how the knowledge is intended 
to be distributed. This rule also controls and selects the agents who can access the 
institutionalised knowledge as well as who may transmit what to whom and under 
what conditions. The recontextualising rules “regulate the formation of specific 
pedagogic discourse” (p.28). Therefore, recontextualising rules determine how 
pedagogic discourse is performed by teachers.  To explain further, Bernstein refers to 
the nature and the principle of pedagogic discourse. Bernstein (2000) theorises that 
pedagogic discourse is constructed by a recontextualising principle “which 
selectively appropriates, relocates, refocuses and relates other discourses to constitute 
its own order” (p.33).  Pedagogic discourse cannot simply be identified with the 
discourses it transmits such as Physics, Maths, Chemistry or Psychology. Pedagogic 
discourse relies on the recontextualising principle by which other discourses are 
appropriated and brought into a special relationship with each other for the purpose 
of their transmission and acquisition. Since the rules of knowledge transmission are 
social, there are principles for the selection of activities to transmit knowledge.  In 
this stage, Bernstein emphasised that the recontextualising principle not only 
recontextualises the “what of pedagogic discourse, what discourse is to become 
subject and content of pedagogic practice” (p.34), but also recontextualises the how, 
that involves the theory of instruction. So both ID and RD are sourced from 
elsewhere and reinterpreted for the classroom.  
Bernstein, therefore, perceives pedagogic discourse as the principle for 
relocating a discourse in accordance with its own principle. In other words, the 
discourse is transformed when it is relocated. Since the discourses of, for example, 
Physics, Maths or Chemistry are moved from their original place in the world to their 
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new place as schooled-knowledge, there is a potential gap or space where “ideology 
can play” (2000, p.32). It is at this point recontextualising agents such as teachers can 
introduce their own values and interpretations.  In summary, teaching activities 
inevitably involve recontextualisation which creates the possibility of values being 
inserted by the recontextualising agents, either consciously or unconsciously.    
In the case of CE in the Indonesian curriculum, certain values and morality 
form part of the instruction. Indonesian teachers are required to nominate particular 
values in their lesson plans in each disciplinary area such as Maths, Physics, 
Indonesian and English Language subjects (see Appendix A). Hence, teaching 
students about good manners to create social order is emphasised in 
recontextualisation in Indonesian schools. Indonesian recontextualising agents, who 
will have their own ideology, are required by the ORF to transmit eighteen values 
(see Section 1.4.3).  Therefore, it can be assumed that since the ORF decided what 
values to teach and teachers do not have direct access to decide what values and how 
to transmit, the discursive gap is open and available for the teachers’ additional input 
and interpretations. This study is interested in how Indonesian teachers introduce 
their own personal ideologies in the discursive gap encountered in their 
recontextualising practice.   
3.4.3 Teachers’ dilemmas and pattern of resolution  
In classroom life, what teachers do, say, or do not say will have pedagogical 
significance (Van Manen, 2008). The objective of education as well as the means and 
methods used have pedagogical value and consequences for teaching and learning.  
Further, teachers’ work can be a complex enterprise because, according to van 
Manen (2008, p. 135), it involves responding to questions such as: “What is the best 
interest of a particular student? What is more appropriate and less appropriate for 
these students? How can I encourage my students?” 
 The typical dilemmas experienced by teachers have been identified by Berlak 
and Berlak (1981) as sixteen dilemmas which are classified into three sets: control 
set, curriculum set, and societal set. Further, Berlak and Berlak (1983) used the term 
pattern of resolution to refer to the “teachers’ pattern of response to the 
contradictions in themselves and in the situation as represented by the sixteen 
dilemmas’ terms” (p.272). These dilemmas help define the multiple spaces in which 
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teachers can hold certain values and exercise preferences that will inform and shape 
their professional judgements and therefore, their recontextualisation of official 
curriculum and policy. Table 3-1 offers an overview of Berlak and Berlak’s 
typology.  
Table 3-1 
Typology of teachers’ dilemma  
Control set Curriculum set Societal set 
Whole child versus child as 
student (realms) 
Teacher versus child control 
(time) 
Teacher versus child control 
(operations) 
Teacher versus child control 
(standards) 
Personal knowledge versus public 
knowledge  
Knowledge as content versus 
knowledge process  
Knowledge as given versus knowledge 
as problematical 
Learning is holistic versus learning is 
molecular 
Intrinsic versus extrinsic motivation  
Each child is unique versus children 
have shared characteristics  
Learning is individual versus learning 
is social 
Child as person versus child as client   
Childhood continuous versus 
childhood unique (childhood) 
Equal allocation of resources versus 
differential allocation (allocation) 
Equal justice under law versus ad hoc 
application of the rules (deviance)  
Common culture versus sub-group 
consciousness 
Adapted from Berlak and Berlak (1981) 
 
Control set 
Within control dilemmas, Berlak and Berlak outline four opposing modes of 
control over students. The first is whole child versus child as student-(Realm). 
Teachers’ patterns can be analysed from these contrary tendencies, on one hand, 
privileging the child's development as the whole child and, on the other, privileging 
the child as student in the relevant discipline. The former accepts responsibility for 
controlling a wide range of students' development such as physical, aesthetic, 
social/emotional, moral, and a broadly defined conception of the intellectual or 
cognitive realms. Meanwhile, the latter limits responsibility to those areas viewed as 
most directly related to a particular school subject.  
In my study, this dilemma informs a concept of area of responsibilities. The 
concept will be used to explore teachers’ perceptions of their responsibilities 
regarding students’ development. When a teacher considers more on child as student, 
her focus will be limited to students’ development of the subject she taught. 
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However, when a teacher considers the control of ‘whole child’, her focus will be 
beyond that domain, and include moral development.  In my study, the concept of the 
area of responsibilities is applied to explore how the CE policy informs how 
teachers’ perceived their own role: as EFL teachers moral guardian or as both.   
The second dilemma is teacher versus child control (time). This dilemma 
focuses on “contending pressures within and upon teachers, on the one hand, towards 
closely monitoring the time students spend while at school, and, on the other, toward 
giving students control over their own time” (Berlak & Berlak, 1983, p. 274). 
Teachers may retain tight control over matters of time, for example, by scheduling 
students’ learning activities, or by giving additional tasks to those who finish earlier 
than others, or even specifying times when students are permitted to leave the 
classroom to use the toilet. The control of students’ learning process can be 
exemplified by the situation where teachers hand out assignment topics on a Monday 
with an expectation that students’ work is due on a Friday. In this case, a teacher 
might also set aside two hours each school day so that students can finish the 
assignment as the teacher expects. Control by students over their own time, however, 
is believed to both benefit and disadvantage students. In some cases, it encourages 
the development of independence; in other cases, it may contribute to irresponsibility 
and ignorance.       
The third dilemma is teacher versus child control (operational). Berlak and 
Berlak found that there are polarised tendencies regarding teachers' control patterns 
over student activity. On the one hand, there is the tendency toward controlling 
students' operations in terms of how students are to perform tasks and routines at 
school and, on the other hand, the tendency “toward allowing and encouraging 
students to develop their own procedural solutions” (Berlak & Berlak, 1983, p.275). 
The fourth is teacher versus child control (standard). Berlak and Berlak argued that 
an analysis of teachers’ patterns of these axes of control (over time, operation and 
realms of development) requires an examination of the locus of control over 
standards. “A teacher may control how and when a student does a task not by 
specifying operations or directly controlling time but by monitoring standards of 
performance” (1983, p.276). An illustration of this dilemma could be where a teacher 
requires students to write any sort of story they please with little apparent control 
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over topic, but grade them according to the teacher’s implicit standards of a 'good' 
narrative.  
This study will use the control set dilemmas to identify teachers’ typical pattern 
of resolution of dilemmas related to their tendencies in the realm of control over 
students. The realm includes the development of the whole child (physical, 
intellectual, social, emotional, and moral realms) or limited to those areas viewed as 
most directly related to particular school subject(s). Teachers’ dilemma in the realm 
of control over students helps the research identify teachers’ professional identity 
regarding the areas of responsibility.   
Curriculum set 
The curriculum set consists of eight dilemmas related to knowledge acquisition 
and knowledge transmission. Personal knowledge versus public knowledge, as the 
fifth dilemma, represents “contrary tendencies in the western tradition over what is 
worthwhile and adequate knowledge” (1983, p.276). Personal knowledge is 
knowledge which “is validated through its relationship to the knower”, while public 
knowledge “represents a conception of knowledge as bodies of theories, information, 
ways of knowing, that have received some degree of acceptance using public 
principles” (p.267). 
The sixth dilemma is knowledge as content or knowledge as process. Berlak 
and Berlak found that this dilemma to be  contrary tendencies towards how 
knowledge given to students should be perceived: on the one hand, presenting 
knowledge as content, organised bodies of information, facts, theories, and 
generalizations, and on the other, treating knowledge as methods of thinking, 
reasoning, and testing the truth.  
The seventh dilemma is knowledge as given versus knowledge as 
problematical. The tension in this dilemma is on the one hand, towards “treating 
public knowledge (processes, content, and values) as dependable, reliable, and true 
and, on the other, towards treating knowledge as constructed, provisional, tentative, 
subject to political, cultural, and social influences” (p. 277). The eighth dilemma is 
intrinsic versus extrinsic motivation. This dilemma represents the contrasting sources 
of motivation for human learning: on the one hand, the reason for learning ultimately 
comes from the person's own will and interest to know, create and achieve; and on 
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the other, learning arises from outside in terms of rewards (in terms of good grades, 
acceleration programs) or negative feedback from others. Berlak and Berlak argued 
that, within this dilemma, educators strive to find patterns of resolution to understand 
the development or decline of skills and interest of children in particular subject 
areas over various periods of time.  
The ninth dilemma considers learning as holistic or learning as molecular. 
Berlak and Berlak identified this dilemma as “contrasting ways of organising and 
teaching school subjects” (p. 279). The tenth dilemma is each child is unique versus 
children have shared characteristics. In this dilemma, teachers, on the one hand, are 
drawn towards organising their classrooms and pedagogical activities in a way that 
assumes similarities in students' interests, personalities, knowledge, and value 
orientations. The shared characteristics position would be exemplified by the teacher 
“who teaches all students the same material in the same way at the same pace” 
(p.279). At the other end, teachers need to consider different approaches for different 
types of students.  
The eleventh dilemma concerns whether learning is individual or learning is 
social. Learning as individual emphasises maximising private encounters between 
the student and the teacher.  Meanwhile, learning as social encourages children to 
work together with others to solve problems. The twelfth dilemma, child as person 
or child as client, represents conflicting orientations in teachers' overall patterns of 
curriculum and social control. Child as person pull is towards regarding students as 
“fellow human beings”, by acknowledging the common bond of humanity between 
teachers and learners, “perhaps at times disregarding what may be ‘good’ for them 
out of an empathy which critics may consider misplaced” (p.281).  Student as client 
pull focuses upon the students' problems, difficulties, or deficiencies and considers 
expert diagnosis and treatment. Berlak and Berlak purport that the positive aspect of 
the client perspective is the commitment to serve students regardless of one's own 
moral or personal preferences, using the most efficacious (scientific) method of 
treatment.  
The curriculum set is the most complex one and the most pertinent set for this 
study. First, the curriculum set focuses on the types of knowledge students need to 
acquire—whether personal or public knowledge. Second, the set also consists of 
dilemmas about the way to transmit knowledge to the learners (knowledge as process 
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or knowledge as content; knowledge as given or as problematical).  Third, this set is 
comprised of dilemmas of schooling regarding the impetus to acquire knowledge or 
learning (intrinsic or extrinsic motivation). Fourth, Berlak and Berlak also included 
in the curriculum set dilemmas on how to assist students to learn (concepts of 
learning as societal or individual, and the child as unique or defined by shared 
characteristics).   
Personal knowledge is knowledge that “is validated through its relationship to 
the knower”, while public knowledge “represents a conception of knowledge as 
bodies of theories, information, ways of knowing, that have received some degree of 
acceptance using public principles” (p.267). According to Berlak and Berlak, the 
dilemma between these two legitimate perspectives on curricular knowledge is faced 
by teachers when public knowledge is introduced to students. Teachers’ dilemmas 
emerge particularly when students’ personal knowledge is markedly different to 
public knowledge. Berlak and Berlak explain further: 
An inquiry using this dilemma might examine under what conditions 
teachers create transformational patterns of resolution, looking, for example, 
at the extent to which congruence of racial or social class back-grounds of 
teachers and students is related to teachers' abilities to join students' personal 
with public knowledge (Berlak & Berlak, 1983, p.277). 
Berlak and Berlak thus highlight that a teacher might have a different social 
background to their students. Differences in racial and social background between 
teachers and students might create a dilemma in the way teachers transmit public 
knowledge to those students and how the teachers interpret a student’s ‘personal 
knowledge’. Teachers may have difficulties in transforming public knowledge when 
the social background of teachers and students differ. The wider the difference, the 
greater the dilemma a teacher may encounter.   
This work argues that teachers have their own racial and social-class 
background which can shape their identity, values and beliefs and thus contribute to 
the construction of professional dilemmas and their resolution. A teacher’s identity, 
values and beliefs will also influence teacher-student interactions. This argument is 
similar to Gudmundsdottir’s (1990) insight in exploring the influences of values over 
classroom practice. Teachers’ value orientations to their subject matter will influence 
their choice of content, their use of textbooks, pedagogical strategies, and their 
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perception of students’ instructional needs. Gudmundsdottir has developed 
Carbone’s (1987) assumption that education is not value-free. Teachers cannot avoid 
imparting values as what they consider “good”, “right” or “important” constantly 
guides their practice, whether consciously or not (Gudmundsdottir, 1990, p.45). 
Teachers’ values will be reflected in their subject matters, their explanations and 
their behaviours.  
My study will use the curriculum dilemma set to explore whether and how, in 
Berlak and Berlak’s vocabulary, a teachers’ ‘personal knowledge’ aligns to the 
‘public knowledge’ represented in the official curriculum. This is a crucial question 
now that the idea of values education is re-emerging in many communities. As the 
teacher is regarded as an important agent in education, it is also critical to account for 
the fact that teachers will have their own values which are then available and 
influential in their approach to teaching and their management of students. In 
addition, the stronger framing of Indonesian CE within the weaker framing of SBC, 
might pose dilemmas in how to transmit values and what values to prioritise if 
implemented in the weaker framing of SBC. This is also interesting to explore when 
teachers have different values to what the ORF stipulates, and different patterns of 
resolution.  
Social set 
Berlak and Berlak’s social set includes four dilemmas. The thirteenth dilemma 
focuses on two contrasting conceptions of childhood, childhood is continuous versus 
childhood is unique. The former pull is towards treating children as ‘mini adults’, 
individuals who differ, not in kind, but in degree, from adults. A continuous 
emphasis may mean treating children with the same regard and respect for rights due 
to adults; it reflects teachers’ tendency to socialise the young at school to 
“skills/attitudes presumed necessary for ‘making it’ in the adult world” (p.281). 
Meanwhile, the latter tendency encourages and nurtures the presumed special 
qualities of children: spontaneity, creativity and social perspicacity. 
The fourteenth dilemma is equal allocation of resources versus differential 
allocation. This dilemma “captures contrary notions of justice or fairness in the 
allocation of resources (time, attention, knowledge, material goods) that are 
dispensed in the process of schooling” (p.289). The equal allocation tendency is 
revealed in teachers' tendencies to give (as much as possible) equal resources to all 
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students. Meanwhile, the differential allocation is a tendency to give more attention, 
time, knowledge or material goods to students considered more deserving. The 
fifteenth dilemma is equal justice under law versus ad hoc application of rule. The 
equal justice tendency is to enforce the rules, without regard for what makes an act 
different for each individual. Meanwhile, the ad hoc position is the tendency towards 
making exceptions to the universalistic enforcement of rules and may be grounded in 
concern for the intellectual development or well-being of particular students.  
The last dilemma is common culture versus subgroup consciousness. 
According to Berlak and Berlak, teachers have a tendency towards developing in 
children a common set of social definitions, symbols, values, views, or qualities that 
"good" men and women in the dominant culture should possess, or towards 
developing in children consciousness of themselves and others as members of 
subgroups, distinguished from others by distinctive customs, language, dress, history, 
values, competencies, and perspectives (p.290).  
My study will also draw on the societal set dilemmas, particularly, to focus on 
the dilemmas inherent in how students, as learners, are viewed and treated. For 
example, students can be viewed as young learners (treated differently to adults) or 
viewed as ‘mini adults’ who are supposed to show regard for common rules.  When 
this dilemma is related to the philosophy of didactic CE, teachers must view students 
as mini adults by which they are introduced to the adult world together with its rules.   
3.4.4 Pattern of resolution and teachers’ ideology 
The typology of dilemma is drawn by Berlak and Berlak from their research in 
schools in England and the United States contexts. Critics considered the small scale 
of the research site a limitation for Berlak and Berlak’s typology (Ginsburg, 1983) 
and that their  analysis focused on cultural contradictions and opportunities for social 
change as they are manifest in teachers’ dilemmas but give less attention to the 
practical work involved in managing dilemmas in the classroom (Lampert, 1985).  
The typology, however, contributes to understanding the nature, depth and 
dimensions in teachers’ professional decisions, so that those decisions can be made 
reflectively, with reason (Bredemeier, 1983). Berlak and Berlak encouraged 
researchers to use the sets separately and focus only on one set depending on the 
research inquiry.  However, since one set might relate to the others, it is also 
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suggested that it may be more productive to use the combination of sets. For 
example, the curriculum set of dilemmas can influence the other dilemmas and 
teachers’ pattern of resolution in the control set might affect and be affected by 
teachers’ resolution in the curriculum and societal sets. 
 My research is informed by the combination of sets as it suggests that 
teachers’ tendencies over the control, curriculum, and societal sets will shape how 
they recontextualise the official CE, and whether their personal philosophies match 
or depart from the intended philosophy of teaching morality, the CE policy. For 
example, since the CE policy requires recontextualising agents to focus not only to 
the subject taught but also the development of students’ manner and conduct, 
teachers’ tendency towards teachers’ control over students, teachers’ perception on 
knowledge and how teachers treat students must produce a particular sort of learning 
experience.  With the emphasis on students’ manner and conduct, CE would 
advocate seeing students’ development as a whole, not merely in regard to their 
development in a particular subject. Within the CE framework teachers should not 
only present knowledge as content or knowledge as organised bodies of information, 
facts, theories, and generalisations but also present knowledge as methods of 
thinking, reasoning, and testing the truth. 
Further, the way teachers resolve the contradictions within themselves and in 
these inherent dilemmas, is influenced by the driving force of teachers’ ideology and 
values, or teachers’ motives. This study, however, will not seek the motives of the 
teachers; rather, it attempts to reveal whether teachers with different professional 
status display consistency in their patterns of resolution of these dilemmas in their 
pedagogic discourse.  
3.5 CONCLUSION 
Using Bernstein’s theoretical language, this study attempts to explore how 
Indonesian EFL teachers, as the recontextualising agents, implement the CE policy 
and respond to new stronger or weaker modes of classification and framing. ORF 
stipulates all teachers (PRF agents) must teach values offered by the ORF.  Given the 
recontextualisation rule, the PRF agents in this study have an opportunity to bring 
their own ideology and values into play as they enact the curriculum reform. The 
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ORF exerts stronger framing through its authority to decide which values to transmit 
and to require PRF agents to adopt particular values.  
It is important to see how the theories above cohere in this study. The main 
research question of this study is “How do EFL teachers in Indonesia engage with 
official curriculum reform in CE in the context of new forms of teachers’ 
professionalism?” The research question can now be re-expressed as: “How do 
Indonesian EFL teachers interpret and respond to the changing classification and 
framing of the CE curricular reforms within the SBC reform?”  To exemplify the 
internal coherency of the research questions and theoretical frame, Table 3-2 shows 
how the questions and concepts align with each other: 
Table 3-2   
Internal coherency of research questions and theoretical concepts  
 
 
Research Questions Theoretical Concepts 
How do EFL teachers understand the curricular 
reforms in CE in school based curriculum 
framework? 
Classification, Framing,  
Pedagogic discourse,  ID, RD/Moral discourse, 
ORF, PRF. 
 
What issues or dilemmas do teachers report when 
enacting CE policy, 
Professional dilemma, Recontextualisation 
 in terms of selecting and developing 
curricular content? 
Professional dilemmas  
Selection, sequencing, pacing criteria 
Curriculum set :  Personal knowledge versus 
public knowledge 
 
 in terms of how students must be perceived 
and treated? 
Classification of T’s Role – general or 
specific? 
Control set dilemmas 
Societal set dilemmas 
 in terms of the outcomes of CE? Concept of a good student, 
Concept of  a good teacher,  
 
How do teachers resolve these issues in their 
teaching? 
Patterns of resolution,  
Visible or Invisible Pedagogic Practice, 
Recontextualisation,  
ID and RD 
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Chapter 4: Research Design  
4.1 INTRODUCTION  
The aim of this study is to understand the experiences of teachers as they enact 
curriculum reform in new professional conditions. More particularly, this research 
aims to investigate and describe teachers’ thoughts, feelings, and dilemmas in 
enacting CE in their new spaces of professional freedom under the SBC reform. This 
chapter articulates the research design crafted for this research.  The first section 
briefly explains this study as a sociological inquiry.  The second section introduces 
the broad approach of qualitative inquiry used in the research. The third section 
outlines the meta-theoretical paradigm of the research and how this paradigm leads 
me to the adoption of certain modes of data collection and analysis.    
This study employed semi-structured interviews with nine teachers. Each 
teacher was interviewed twice—before and after a set of three classroom 
observations. Classroom observations provided the reference points for the semi-
structured interviews. The following discussion presents the methodological 
considerations that have informed the design for the study. In addition, the validity 
measures of the qualitative research approach adopted are considered in this chapter, 
as well as ethical issues. The chapter concludes with an overview of how the 
theoretical frame, data collection methods and analysis have been designed to work 
together to address the research questions.  
4.2 LOCATING THE STUDY AS SOCIOLOGICAL INQUIRY 
This study’s problem has been conceptualised sociologically as the result of 
conflicting policies in a particular social setting.  I will start my methodological 
explanation with consideration of the nature of social science and the principal task 
of social science. These two aspects lead to an understanding of why a qualitative 
approach is applied in this research design.  
The structure of the social world is different from that of the natural world 
(Schutz, 1954). The object of natural science in general is material objects and 
processes, while that of social science has to do with interpersonal and intellectual 
ones. Therefore the method of social science needs to be different from that of 
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natural science; the method of natural science is interested “in explaining” while that 
of social science is interested “in understanding”  (Schutz, 1954, p.258). In this case,  
the word method does not refer to techniques of observation, data gathering or data 
analysis, but rather to the logic of inquiry to the process “by which knowledge is 
generated and justified” (Blaikie, 2007, p.32). 
The distinction between the two concepts, in explaining and in understanding, 
however, does not mean that social science seeks only to understand; rather, it also 
considers explanatory processes. Explanation and understanding in both natural and 
social sciences are not mutually exclusive. These processes are needed in both 
sciences (Manicas, 2006). However, the term explanation in social science is 
understood differently from that in natural science particularly when it deals with 
what to explain. The term explanation in natural sciences is concerned with an 
explanation of a “pattern or a law”, while in the social sciences it refers to an 
explanation of an event (Manicas, 2006, p.13). Hence, an explanation of pattern is 
sought for natural phenomena while an explanation of events is sought for an 
understanding of social phenomena.  
It is important to consider whether social science can unproblematically adopt 
the methods of natural science. This question has generated many different 
responses, such as those of positivism and interpretivism (Blaikie, 2007). Positivists 
argue that the same method or logic of explanation can be implemented in both 
natural and social science. More specifically, they argue that both natural and social 
sciences can use the same methods or logic of explanation, although each science 
must elaborate methods appropriate to its objects of enquiry.  The interpretivist 
response, however, argues that social science requires different methods from that of 
natural science because of differences in subject matters. The study of natural 
phenomena requires natural scientists to invent concepts and theories, and to 
investigate nature “from the outside” (Blaikie, 2007, p.132) while the study of social 
phenomena needs “an understanding of the social world which people have 
constructed and which they produce through their continuing activities” (Blaikie, 
2007, p.124). This is a very different ontological premise that demands different 
epistemological principles.  
This approach to ‘understanding’ in social science is often referred to as the 
verstehen tradition, a German word for understanding (Manicas, 2006).  Social 
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scientists, following the tradition of Max Weber, believe that verstehen is 
“subjective”, aiming “to find out what the actor means in his action, in contrast to the 
meaning which this action has for the actor's partner or a neutral observer” (Schutz, 
1954, p.265). In contrast to other philosophers, Weber emphasised understanding as 
“not subtle intuitive sympathy” but “intellectual, analytical and predictive 
explanation of action” (Blaikie, 2007, p.125). Understanding or verstehen is typically 
emphasised in social science methodology.    
The principal task of the social sciences is to explain social phenomena, rather 
than the behaviour of single individuals (Coleman, 1994). Although the social 
phenomena might derive from and manifest in the behaviour of individuals, the focus 
must be on the social system, that is, the macro system that produces the behaviour to 
be explained. Further, the dynamics of the macro system can only be seen by 
examining processes internal to the system, including its component parts or the 
smaller units at a level below that of system, that is, the micro system. Coleman 
(1994) stressed that an internal analysis based on actions and orientations at the 
micro level can be regarded as more fundamental than analysis on the macro level 
because it provides an understanding of the system’s processes. However, the 
transition from micro to macro frames becomes the major problem for explanations 
of system behaviour.   
A brief explanation on how such micro-to-macro transition occurs is through 
the marked “forms of interdependent actions” (Coleman, 1994, p. 20), that is, 
between the actions of individuals working for macro decision-making and those 
who will implement the decision in the micro level. The forms of interdependent 
actions which are performed by individuals in society can be recognized as the ways 
in which the micro-to-macro transition occurs. For Coleman, another important point 
to explain the transitions between micro and macro levels is “good social history” 
(p.21) because it attempts to establish a causal explanation to trace the development 
at the system level or below the system level. It can be concluded that besides 
verstehen, “causal” explanation which relates system to individuals’ actions is 
required in social science (Manicas, 2006, p. 10).  
This study aims to explain the macro social phenomenon of a nation’s 
education system and reforms by looking at the interdependence of actions by 
individuals below the system level. The macro level in this thesis is similar to that 
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which Coleman (1994, p.12) conceived as being “behaviour of a system of actors 
whose actions are interdependent”. The system’s processes can be regarded as the 
actions of a supra-individual actor such as a nation or a formal organisation resulting 
from the aggregated, interdependent actions of actors within the nation or 
organization. In this way, the system processes could take the form of educational 
policies, particularly by the government that controls the curriculum and its reform.  
The social phenomenon explained in this study is that of the ways in which an 
educational authority’s action, in terms of curriculum policies, imposes externalities 
on others, in this case, teachers. This research looks at the interdependent actions 
within a national system in terms of curriculum policy as the macro level and 
teachers as the micro level actors. The research attempts to understand aspects of 
teachers’ behaviour as they enact the curriculum policy and dilemmas constructed for 
them by the various reforms.   
4.3 QUALITATIVE RESEARCH   
Qualitative research is complex in its approaches, applications, and the variety 
of subject matter it can address. It is “a field of inquiry in its own right”, which cuts 
across disciplines, fields and subject matter (Denzin & Lincoln, 2011, p.3). 
Qualitative research has a separate and valuable history in education, social work, 
communications, psychology, history, medical science, anthropology and sociology. 
In each disciplinary field, however, much critique has been addressed to qualitative 
research. The complexity of contemporary social theory that informs methodological 
design, as well as the shifting and growing number of qualitative research 
approaches, risks overwhelming qualitative researchers (Seale, 2002).   
Despite the multiplicity of qualitative research categories, some common 
features can be defined. Qualitative research is intended to approach the world and to 
understand, describe, and explain social phenomenon in a number of different ways: 
by analysing experiences of individuals or groups; by analysing interactions and 
communication in the making; or by analysing documents (Kvale, 2007). Holloway 
and Wheeler offer a generic definition of qualitative research as follows: “Qualitative 
research is a form of social inquiry that focuses on the way people make sense of 
their experiences and the world in which they live” (2009, p.3).  It consists of a set of 
interpretive meanings and material practices that transform the world into a series of 
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representations, including field notes, interviews, conversations, photographs, 
recordings and memos (Denzin & Lincoln, 2011). In contrast to the decontextualised 
experimental or laboratory research setting, Denzin and Lincoln argued that the 
qualitative research setting is necessarily field-based. It involves an interpretive, 
contextualised approach to the social world, which then requires qualitative 
researchers to study a phenomenon in its lived setting, “attempting to make sense of, 
or to interpret, phenomena in terms of the meanings people bring to them” (Denzin & 
Lincoln, 2011, p.5). Qualitative research “has the aim of understanding experience as 
nearly as possible as its participants feel it or live it” (Sherman & Webb, 1988, p.7). 
To understand participants’ experience and reflections, as well as to understand the 
subject matter at hand, qualitative researchers mostly deploy a variety of 
interconnected interpretive practices (Denzin & Lincoln, 2003). Since each practice 
makes the world visible in a different way, there is “frequently a commitment to 
using more than one interpretive practice in any study” (Denzin & Lincoln, 2011, 
p.4). Accordingly, this study used more than one mode to collect data—an initial 
interview, followed by observations of three classroom lessons that provided a point 
of reflection for the final semi-structured interview.  
4.4 RESEARCH PARADIGM 
All researchers are guided by abstract principles that combine beliefs about 
ontology, epistemology, and methodology (Denzin & Lincoln, 2011).   The 
conceptual net that contains the researcher’s epistemological, ontological and 
methodological premises is termed a research paradigm or interpretative 
framework (Denzin & Lincoln, 2011). A research paradigm is comprised of the 
philosophical and meta-theoretical ideas underpinning research techniques and 
practice. It reflects researchers’ beliefs, conception of the world and its nature, and 
“their position in it as well as a multitude of potential relationships with that world” 
(Waring, 2012, p.17). Researchers’ belief, conception of the world, and their position 
in the world then guide their actions in choosing the methods of data collection and 
analysis.  In other words, the researchers’ view about the nature of social reality and 
how we can know about social reality determines the kind of research problems 
posed, the research questions asked, and the methods used in data collection and data 
analysis. For this reason, a clear explication of the researcher’s paradigm or 
interpretative framework is crucial in any study.  
106 
 
Chapter 4: Research design 
Ontology “is a branch of philosophy dealing with the essence of phenomena 
and the nature of their existence” (Duberley, Johnson, & Cassell, 2012, p.17). 
Duberley, et al (2012) emphasised that to consider the ontology of something is to 
consider how it constitutes or claims some form of reality. According to these 
authors, ontological questions take two forms: whether the phenomenon exists 
independently of our knowing and perceiving it; and whether the phenomenon seen 
and usually taken to be real is an outcome of these acts of knowing and perceiving. 
These questions lead to two different stances about social reality: realist (objectivist) 
and subjectivist ontological stances. Realist stance would consider a reality/real 
phenomenon to exist “out there”, independent of perceptual or cognitive structures. 
In this ontological stance, reality is there “to be accessed and measured” (p.17). 
Subjectivist stance, on the other hand, would see reality as something that does not 
exist, rather something that is created through everyday talk and thought. This 
ontological stance argues that “what we take to be social reality is a creation or 
projections of our consciousness and cognitions” (p.18). Similarly, Ritchie, Lewis, 
Nicholls, & Ormston (2012, p. 16) distinguish two broad ontological stances: 
realism (“an external reality exists independent of our beliefs and understanding”); 
idealism (“no external reality exists independent of our beliefs and understanding”); 
and their variants. One of the idealism variants that corresponds with my study is 
relativism. Relativism suggests that “reality is knowable through socially 
constructed meaning.”  
Meanwhile, epistemology is “concerned with providing a philosophical 
grounding for deciding what kinds of knowledge are possible and how we can ensure 
that they are both adequate and legitimate” (Maynard, 1994, p.10). Epistemology 
concerns what we mean by the concept of truth and how we can judge whether 
knowledge claims are true or false (Duberley, et al., 2012). In social science, 
epistemological questions ask about how social reality can be known and “about 
which scientific procedures produce reliable social scientific knowledge” (Blaikie, 
2007, p.18). Epistemological traditions include: objectivism, constructionism and 
subjectivism (Crotty, 1998). The proponents of objectivism hold that “meaning, and 
therefore meaningful reality, exists as such apart from the operation of 
consciousness” (p.8). Constructionists views that “truth, or meaning comes into 
existence in and out of our engagement with the realities in our world” (p.8). In this 
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view, subject and object—or researcher and research participants—emerge as 
partners in the generation of meaning. In subjectivist epistemology, on the other 
hand, “meaning does not come out of an interplay between subject and object but it 
is imposed on the object by the subject” (p.9). 
Another component of the research paradigm, methodology, is “concerned 
with the method of data collection and form of analysis we use to generate 
knowledge” (Cunliffe, 2011, p.659). Methodology is the argument for how research 
should or does proceed, including discussion of how theories are generated and 
assessed and “how particular theoretical perspectives can be related to particular 
research problems” (Blaikie, 1993, p.7). Within the frame of a methodology, the 
methods of research are the techniques or procedures used to collect and analyse 
data (Blaikie, 1993). 
These dimensions of research paradigms in qualitative inquiry vary across the 
literature and their categories have grown considerably (Blaikie, 2007; Denzin & 
Lincoln, 2011; Mertens, 2009). Since the categories are fluid and proliferating, the 
boundaries between the paradigms are shifting. Denzin and Lincoln regard this 
fluidity as symbolising the dynamism and impact of qualitative research “on policy 
formulation or the redress of social ills” (2011, p.116). They, however, emphasise 
that at the most general level, the five major interpretative frameworks in qualitative 
research are positivist, post-positivist, constructivist-interpretative, critical (Marxist, 
emancipator) and feminist post-structural. It is also important to consider that the 
category of research paradigm will also necessarily interact with the theoretical 
frame and ultimately how the research is to be assessed. This issue will be addressed 
in Section 4.10. 
4.4.1 My research paradigm: Constructivist-interpretive  
Given the previous discussion about the nature of social research and the 
research paradigm, I explain the premises of my research paradigm in this section. 
This explanation includes my ontological stance, epistemological commitment and 
the methodology informing the research.  
My particular conception of the social world and its nature,  the research 
problem, and the topic in which I am interested have led me to adopt a constructivist 
paradigm, a paradigm in qualitative research that has been explicated by Guba, 
108 
 
Chapter 4: Research design 
Lincoln, and Denzin (Lincoln & Denzin, 2011). This paradigm assumes a relativist 
ontology, subjectivist epistemology and naturalistic set of methodological 
procedures. In contrast to the realist stance, proponents of relativist ontology 
acknowledge that there are multiple social realities rather than only one truth. 
Proponents of subjective epistemology consider knowledge to be created between the 
researcher and the object/subject of research. A naturalistic set of methodological 
procedures applies methods such as interview, observation, and analysing existing 
texts in order to understand social realities (Denzin & Lincoln, 2011).  
Lee (2011) offers a critique towards Guba, Lincoln and Denzin’s constructivist 
ontology and epistemological claims. First, Lee considers the constructivist’s 
ontological view to be problematic as he would assert that there is only one reality. 
What is multiple is in fact interpretations—not the reality per se:  “realities are not as 
many as our interpretations or constructions” (p.408). To argue this case, Lee uses an 
example of sexual status to probe interpretations versus reality. When Lee and the 
friend had different perceptions about whether a person in front of them is male or 
female, they need to ask the person his or her gender status.  Based on this analogy, 
Lee concludes that the reality is one—the person is a female but there can exist two 
different interpretations of the person’s sexual status between Lee and the friend. 
Secondly, Lee argues that the terms subjective epistemology is a mismatch with 
another type of epistemology, constructionism, in terms of Denzin’s definition that 
subject and object “co-create” meaning. According to Lee, Denzin’s definition of 
how “subject and object co-create knowledge” for subjective epistemology is a 
misnomer. Lee suggests “constructionist epistemology” would be a better term than 
“subjective epistemology” (p.409).  
Despite the critique, this research will use the categories and the criteria of the 
constructivist paradigm as described by Lincoln and Guba (Denzin & Lincoln, 2011).  
For me, the issue of the multiple realities raised by Lee is merely a problem in the 
conceptualisation of “reality”. A physical reality might be singular. However, what is 
social reality for a subjective ontological stance is constructed and interpreted by the 
actors involved, including those who will act on their interpretations. Hence, a reality 
is in essence realities, since many interpretations can be made of events; and these 
interpretations produce effects. I feel the analogy used by Lee, that is the biological 
category of male or female, is not a suitable concept to explore reality in social 
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science, because, two biological categories is more closely related to the idea of 
reality in natural science and ignores other natural sex categories, for example, 
intersex. Further, regarding Lee’s second point of critique, I insist on using the term 
subjective epistemology rather than constructionist epistemology in this study 
because shared meaning made of events will be constructed not only through the 
relationship between the researcher and the objects or participants of the research, 
but most importantly I also interrogate the meanings I ascribe to the object of study 
based on my beliefs and my subjectivity.   
Ontologically, researchers working in the constructivist paradigm reject the 
notion that there is one objective social reality that can be known; and constructivist 
research aims to understand the layered social constructions of meaning and 
knowledge (Mertens, 2009). On this point, understanding or verstehen is emphasised 
in this paradigm. Understanding the multiple social constructions of knowledge and 
meanings around events entails an epistemological stance that the social construction 
of reality can only be accessed through interaction between the researcher and the 
researched. To this end, constructivist researchers opt for a more personal interactive 
mode of data collection. To pursue verstehen, methods such as observation, 
extensive formal and informal interview, and document analysis (Denzin & Lincoln, 
2011) are mostly applied in this paradigm to develop classifications and descriptions 
that represent the beliefs of various groups (Eichelberger, 1989). 
4.5 RESEARCH VALIDITY  
Qualitative researchers might judge some qualitative research studies to be 
considerably better than others based on the dimension of validity. The question of 
validity for qualitative research examines whether such research is plausible, 
credible, trusworthy and therefore, defensible (Johnson, 1997, p.282). Likewise, in 
terms of research assessment, research within the constructivist paradigm is assessed 
with reference to criteria such as trustworthiness, credibility, transferability and 
confirmability (Denzin & Lincoln, 2011). Based on these aspects, Johnson specifies 
three types of validity in qualitative research that need to be accounted for: 
descriptive validity, interpretive validity, and theoretical validity.  Each will be 
discussed in turn. 
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Descriptive validity refers to “the actual accuracy of the account as reported 
by the qualitative researcher” (Johnson, 1997, p.283).  Descriptive validity addresses 
key questions: ‘Did what was reported as taking place in the group being studied 
actually happen?’ and ‘Did the researchers accurately report what they saw and what 
they heard?’ (p.283). Johnson argues that one effective way to obtain descriptive 
validity is investigator triangulation. Investigator triangulation involves the use of 
multiple observers to record and describe the participants’ behaviour and the context 
in which they were located.  
This study, however, will not use investigator triangulation because the 
researcher is considered to play a pivotal role in this qualitative research. In this case, 
who the interviewer is, will impact on the interviews between the researcher and the 
participants in subtle ways. For example, a Muslim female interviewee may be more 
inclined to express her thoughts and experiences more freely when she is interviewed 
by a Muslim female. Hence, Johnson’s (1997) recommendation seems to ignore what 
methodological literature has noted about the role of researchers in qualitative data 
production. In contrast to quantitative inquiry which mainly relies on the use of 
instruments such as questionnaires, checklists, scale tests and other measuring 
devices, qualitative research adopts the design of “researcher as data gathering  
instrument” (Hatch, 2002, p.7). The data in qualitative research, such as fieldnotes 
from participant observations to be used as points of reflection in follow up semi-
structured interviews, artefacts, and transcriptions of interviews, are gathered directly 
by the researcher and processed using the human intelligence of the researcher. 
Hatch outlines the logic behind the researcher as instrument approach as follows:  
The human capacities necessary to participate in social life are the same 
capacities that enable qualitative researchers to make sense of the actions, 
intention and understanding of those being studied. (Hatch, 2002, p.7) 
It is clear that the philosophy underpinning qualitative research is to understand 
rather than to ‘discover’ the truth. Investigator triangulation does not seem to be 
appropriate to this approach because different researchers might not see the same 
event in the classroom observations nor bring a particular event up in discussion in 
the semi-structured interviews. Likewise, the study is undertaken to understand those 
being studied, so investigator triangulation will not be used in gathering and 
processing the data.  
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Interpretive validity “refers to accurately portraying the meaning attached by 
participants to what is being studied by the researcher” (Johnson, 1997, p.285). 
Interpretive validity is achieved to the degree that the participants’ viewpoints, 
thoughts, intentions, and experiences are accurately understood and portrayed by the 
qualitative researcher.  Some strategies to promote this dimension of validity in my 
research are that I will be seeking “participant feedback” by sharing my observations 
of classroom practice as points of reflection in the follow up semi-structured 
interview as well as my interpretations of the participant’s viewpoint using “low 
inference descriptors” (p. 285) in the analysis and direct quotation as an evidential 
trail to show how interpretations have been made. Johnson’s interpretive validity will 
be considered in this study through the rigorous and ethical translation, transcription, 
and reportage of the participants’ interview accounts. Participant feedback or 
member checking will be used in this research to clarify areas of the 
miscommunication, as well as to confirm the accuracy, of my transcriptions and 
translations of their interviews. Translated interview data will be used when 
reporting the research as the most pragmatic way to enable the reader to experience 
participants’ voices and personal meanings, and the premises for my interpretations.  
Theoretical validity “is obtained to the degree that a theory or theoretical 
explanation developed from a research study fits the data, and is therefore, credible 
and defensible” (p.282). To maximize the theoretical validity, Johnson suggests 
researchers might use an extended fieldwork strategy. This strategy requires 
qualitative researchers to spend a sufficient amount of time studying research 
participants and their setting. Spending more time in the field collecting data, 
generating and testing researchers’ inductive hypotheses, is expected to make the 
qualitative researcher’s theoretical explanation become “more detailed and intricate” 
(p.286) and therefore more defensible. Accordingly, for my study, two interviews 
were conducted with each teacher. In addition, observations of each teacher’s 
classroom practice were conducted on three occasions to obtain a rich range of data 
to reflect upon in the follow up semi-structured interview. The purpose of the second 
semi-structured interview was to provide a forum for sharing my observations of 
classroom practice with the teacher participant. The second interviews followed 
observations in the teachers’ classroom.   
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4.6 INTERVIEW RESEARCH 
The method used in any research ultimately depends on the purpose of the 
research and the questions being asked (Seidman, 2006). Seidman explains that, if 
the research is interested in people’s experience and what meaning those people 
make out of that experience or interested in their “subjective understanding” (p.11), 
interview is the best method to use. Interview is “a key to many forms of qualitative 
educational research” (Dilley, 2004, p.1) and  offers “a basic mode of inquiry” 
(Seidman, 2006, p.8). According to Seidman, interviewing provides qualitative 
researchers access to the context and motives of people's behaviour and a way to 
understand the meaning participants give that behaviour. Interviewing allows 
qualitative researchers to put behaviour in context and provides access to 
understanding and reasoning from the interviewee’s perspective. Seidman outlines 
that the basic purpose of interviewing is not to get answers to questions, nor to test 
hypotheses, but to understand the lived experience of other people and to construe 
the meaning made of that experience.  
Witzel and Reiter (2012) reviewed Kvale and Brinkmann’s (2009) 
classification of interviewers as either miner-interviewers or traveller-interviewers.  
The miner-interviewer “has a targeted and well-defined interest in specific 
information she considers valuable”; this type of interviewer knows what to look for 
and turns the research into a collection of “nuggets of knowledge” (Witzel & Reiter, 
2012, p.1).  Meanwhile the traveller-interviewer wanders across the landscape of 
the area under investigation, involves themselves in conversations, and encourages 
people to tell them about their experiences. With each conversation, traveller-
interviewers may discover new aspects, develop and modify their opinion. Hence, 
together with the respondents, the traveller-interviewers interactively co-construct 
the knowledge. Witzel and Reiter, however, found disadvantages in this 
classification of interviewers. The former has a low chance of changing their 
assessment criteria and the latter might be overwhelmed by the many new 
impressions and perspectives they have encountered and “may even forget about 
their original interest” (p.2). Witzel and Reiter then add another metaphor to describe 
a third way of obtaining knowledge—the interviewer as a well-informed traveller. 
Well-informed interviewers have “certain priorities and expectations and start with 
the journey on the basis of background information obtained beforehand” (p.2). The 
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knowledge constructed will be based on the respondents they meet and on their 
insider knowledge. This type of interviewer constructs the problem-centred 
interview (PCI). Witzel and Reiter stress that the most appropriate meaning for the 
word ‘problem’ in that phrase is a specific research question. Centring the research 
problem in the interview means the PCI avoids respondents speaking off topic 
because of the focus on making meaning around aspects relevant to the problem.  
The typology of interviewers results in different typology of interviews. Miner 
interviewers, who know what to look for and what is valuable, tend to use a 
structured interview. The traveller interviewers, who actively involves themselves to 
encourage people to tell their experiences and may find new aspects, is more likely to 
use an unstructured interview. Meanwhile, the well-informed traveller, who conducts 
the PCI, will use a semi-structured interview frame.   
From the typology for a research interview, the well-informed traveller model 
has been applied in this thesis. Witzel and Reiter’s (2012) offer guidelines to the 
methodological and practical program of well-informed travellers:   
 Interviewing is identified as the appropriate way of collecting information 
regarding a certain issue;  
 The issue refers to a research question regarding the what, how, and why of 
actions, appraisal and opinions;  
 The researcher has a clear idea about which people could provide first-hand 
insight into this topic; 
 The research participants allow the researcher to collect their extensive 
knowledge in order to understand their perspective in as much detail as 
possible.  
Semi-structured research questions helped me identify the relevant issues 
experienced by individuals, and retained my focus in the interviews. First, as I had 
identified a focus for my research, the questions were based on the themes I 
prepared. Second, the semi-structured interview enabled me to draw comparisons 
across a sample of research participants (Heath, Brooks, Cleaver, & Ireland, 2009). 
The order of the topics did not matter, though I had an optimal sequence in mind 
(Appendix B). Hence, by exploring similar themes with each participant, “patterns 
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and trends are more readily identifiable” (Heath, Brooks, Cleaver, & Ireland, 2009, 
p.79). In addition, I involved participants more actively in the process of knowledge 
constitution by conducting well prepared but flexible interviews. In this case, I 
conducted the interview in a manner that enabled respondents to express their 
experiences freely while acknowledging the context of the interviewer-interviewee 
relationship.  
The stages of an interview investigation outlined by Kvale (2004), and the 
structure of the interview developed by Seidman (2006), helped to structure the 
interview encounter. Kvale explains that interview research must be conducted 
systematically. The recommended stages include: the planning phase of an interview 
study (thematising and designing); the fieldwork phase (interviewing); and the phase 
after the data has been collected such as transcribing, analysing, verifying, and 
reporting. The interview itself is designed around the themes identified in this study 
and its research questions (see Appendix B). 
 Seidman’s (2006) three-interview model is used. According to Seidman 
(2006) each part of this model serves a purpose both by itself and within the series. 
In Part One, I asked the participant for an interesting story about their present work 
situation. In this study, the first phase of interview was used to gather the background 
story of their teaching career and their experience working in the current schools. 
Such questioning helped me to gather important information such as the teachers’ 
experience in several curricular reforms, professional learning, and the typical 
students they encounter. This information enabled me to compare and contrast the 
teachers as cases.  In Part Two as recommended by Seidman, the questions 
concentrated on the concrete details of the participants’ present lived experience in 
the topic area of the study. In this phase, a semi-structured interview to gather 
information regarding issues and themes addressed in this study was performed.  
These first two phases were combined in Interview 1. Then, following Seidman, in 
Part Three, I asked the participant to reflect on the meanings behind their observed 
classroom actions. This phase constituted Interview 2, conducted after doing the 
three classroom observations. In this phase, teachers were asked to explain their 
meanings and reasons for their activities as observed in the classrooms. The 
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The interviews were conducted in Bahasa Indonesian, as the shared first 
language of participants and me. Following Kvale (2004), after the data has been 
collected, the interview data was transcribed, and then translated into English. In 
later sections, the processes of transcription, translation and analysis of data are 
further discussed.    
To anticipate any problem that might arise in interviewing and analysing my 
interview data, I also considered the drawbacks of the interview method and 
addressed them in my design as far as possible. Interviews can be time consuming 
and demanding (Gubrium & Holstein, 2002) with the risk of a lack of comparability 
and reliability (Miller & Brewer, 2003). Also, from an objectivist ontological stance, 
when there is a change in the order of questions applied to different respondents, 
researchers may find it difficult to compare answers. Therefore, a well prepared but 
flexible interview, which Witzel and Reiter (2012) describe as a semi-structured 
interview, could address this consideration. Additionally, my study used NVIVO 
software for thematic coding as a way to overcome such comparative problems 
across a large corpus of interview data. In addition, Kvale (2004) argued that, as 
accuracy of the data and their interpretation is the leading principle for qualitative 
validity, researchers need to consider the challenge of interpreting the interview 
according to the theoretical frame of the study. This stage of building a cohesive 
design is discussed in Section 4.9. 
More subtly, the issue of impression management must also be considered in 
research interviewing. In a research interview, there is the immediate social problem 
of coping with an interpersonal relationship and its complex interactions in a kind of 
non-routine situation, that is, the encounter between the interviewer and the 
interviewee (Qu & Dumay, 2011). Both interviewer and interviewee may be overly 
concerned with the impression they are giving the other party, which can distort the 
data garnered from the exchange. Impression management in this field can be related 
to the way the qualitative interviewer “dresses up” or “dresses down” (Myers & 
Newman, 2007, p.15) to gain the respondents’ trust and candid accounts of 
experience. Myers and Newman report that some qualitative researchers choose to 
“go native”, dressing and speaking in exactly the same way as the interviewee (p.15). 
In contrast, Dingwall (1997) noted that an interview is not a conversation between 
interviewer and interviewee, but is “a deliberately created opportunity to talk about 
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something the interviewer is interested in and that may or may not be of interest to 
the respondent” (p.59). Therefore, Dingwall assumed that there is an inescapable 
constraint on face-to-face interaction. Interviewees mostly experience difficulties in 
responding to questions in the initial exchanges, and they will tend to seek to 
demonstrate their competence “as a member of whatever community is invoked by 
the interview topic” in the interview (p.59). For the interviewer, although they define 
an interview as “what parties are going to talk about and what will count as relevant” 
(p.59), Dingwall advises the researcher to minimise any reactions to any response 
given by the interviewees.  
For this study, it was considered important not to create a false impression by 
acting, for example, as a “native”. Even when the interviewer and the interviewee 
seem to be speaking the same language, their words may carry different cultural 
meanings and different worldviews (Qu & Dumay, 2011). Hence, interviewers in 
such circumstances should work to suppress their own interpretations and 
evaluations, and seek to understand the interviewee’s meanings from the 
interviewee’s perspective. Meanwhile, there is also the risk of interviewer and 
interviewee sharing a common world, thus able to share meanings implicitly rather 
than explicitly in the interview, which reduces the quality of the data. Since 
communicating tends to become more difficult when people have different 
worldviews, done with care, a well-planned interview approach can provide a rich set 
of data (Qu & Dumay, 2011).  
Since the research paradigm of this study is constructive-interpretative, the data 
relies on how both researcher and respondents build understanding together. 
Therefore, mutual trust and respect between interviewer and interviewees is crucial. 
In doing so, there must be evidence of “how power is shared by researcher and the 
researched” in terms of discussions, co-development of the research focus, and 
extensive member checks (Pillow, 2003, p. 185). Additionally, in contrast to the 
structured interview in which the interviewers retain tight control of topics and 
pacing, semi-structured interviews are a way to share power with the interviewee 
over what information is considered relevant to the topic.  
 To approach my teachers I did not adopt any special approach such as 
“dressing up” or “dressing down”, since the teachers and I already shared much in 
common. We spoke the same language and shared experience as language educators, 
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which helped reduce the social distance and power difference between researcher and 
researched. As the result, teachers could share their experiences comfortably. 
However, I realised that this common ground does not erase the power difference 
embedded in researching others. Therefore, I worked to deserve the trust the teachers 
placed in me by sharing their thoughts.  
Further, a key point in interviewing, as method, is how to make the interviewee 
feel comfortable, and to minimise social dissonance (Myers & Newman, 2007). 
Given the setting and the population, the interviews were conducted in Indonesian. 
Though all my participants as EFL teachers could speak English, Indonesian was 
used rather than English to reduce any language barrier and to enable respondents to 
express themselves more freely. As a result, teachers could speak of their experience, 
dilemmas, and resolution regarding the curricular reforms.  While I worked to 
maximise their comfort, I recognise that no interview setting is entirely free of 
constraints. For example, some teachers seemed to be nervous in Interview 1; they 
gave me short answers and full of hesitations. Sometimes their answers did not 
address my question. However, in Interview 2, conducted after I observed three 
classroom lessons with each teacher, the participants gave me more fluent and 
lengthy answers in response to my questions. In this way, I learnt to revisit my initial 
questions in Interview 2.    
As the interview was conducted in Bahasa Indonesian and the EFL teachers 
could understand English, the member checking was conducted to seek participants’ 
feedback both to clarify possible moments of miscommunication and to confirm the 
accuracy of transcriptions and translations. Considerations around transcription and 
translation are elaborated in Section 4.12.  
4.7 OBSERVATION 
Observation is a data collection method “based on watching what people do, 
looking at their behavioural patterns and actions and at objects, occurrences, events 
and interactions” (Carson, Gilmore, Perry, & Gronhaug, 2001, p.132). This method 
is considered useful especially when the researcher seeks to know how a teacher 
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Observation can be classified according to a researcher’s role in the study 
(Angrosino, 2007) and iIt can be further distinguished as structured or unstructured, 
“disguised” or “undisguised” (Carson, et al., 2001, p.133). An observation can be 
structured or unstructured depending on the design of the observation protocol the 
researcher makes prior to the observation process. Structured observation prepares a 
detailed protocol to focus observations. Unstructured observation involves an initial 
open-ended observation to help further refine research questions and it is often 
conducted in order to build familiarity with the topic (Burton & Bartlett, 2005). 
Disguised or undisguised observation is related to whether participants should know 
if they are being observed or not (Angrosino, 2007, p.55).  
Others argue that the research observer is always, to some degree, involved in 
that the researcher is present and observing. Angrosino (2007) identifies three other 
researcher roles: observer-as-participant; participant-as-observer; and complete 
participant roles (p.56). The observer-as-participant role finds the researcher 
conducting observations for brief periods in order to set the context for interviews or 
other types of research. Thus their role as researcher is known and recognised. 
Participant-as-observer is more fully integrated into the life of the group under study 
and is more engaged with the people; they are as much a colleague as a researcher. 
Their activities as a researcher however are still acknowledged. The last of 
Angrosino’s category is complete participant, by which the researcher disappears 
completely into the setting, and is fully engaged with the people and their activities. 
According to Angrosino, this sort of observation has contributed to the development 
of ‘Indigenous fieldwork’ or research conducted by people who are members of the 
culture being researched. Nevertheless, the researcher needs to plan and structure the 
observation on the basis of what they are looking at (Burton & Bartlett, 2005). 
Although observation is regarded as the “fundamental base of all research 
methods” (Angrosino & Rosenberg, 2011, p.467), this method is considered an 
inadequate method on its own.  Observation is a very limited tool for gaining 
understanding of research participants’ thinking or feelings. If a researcher wants to 
know why individuals behaved the way they did and how they arrived at a plan to do 
so, observation alone would be a poor choice. Observation would also be an 
inadequate approach if a researcher wanted to know how a person felt about the 
particular event while it was in progress (Millman & Darling-Hammond, 1990). For 
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this reason, other methods, such as interview, need to be performed as well to 
produce pertinent data. 
In this study, classroom observation was used to document the actions and 
interactions of the teachers in their classrooms. My role as researcher was understood 
as observer-as-participant. I used the observation and field notes to set the context 
and to provide focus for the second interviews with each teacher. The teacher 
participants recognised that they were being studied. The observation was conducted 
across three consecutive lessons, each of approximately 45 or 90 minutes, for each 
participant (Appendix I, an example of observation note for one lesson).   
With the participants’ (teachers) permission, classes were audio recorded. In 
addition, a stimulated recall protocol was used in this study with the assistance of the 
recording and field notes. Stimulated recall provides an opportunity to recreate and 
revisit a critical moment from the classroom observations for further discussion and 
is thus a valuable research methodology in classroom research (Lyle, 2003). In the 
second interview with each teacher, recorded episodes of relevance to the research 
question were re-played to remind teachers of particular events or interactions in the 
classroom. This approach helped teacher participants to remember their actions then 
explain the thinking behind them. In this way, the classroom observations informed 
and shaped the second interview with each participant. Table 4-1 presents how the 
two interviews and classroom observations worked together. 
Table 4-1 
Coherency between research themes, interview questions and observations  
Themes to explore Interview 1 Three classroom observations Interview 2 (example questions) 
Concept of good 
student 
How would you like 
students to behave 
ideally? (In the 
classroom, Beyond 
the classroom) 
Observing who is rewarded 
and who is punished  
What was your thinking behind 
your  action1, action2, and 
action3?  
Why did give the students 
reward/punishment?  
For what?  
Observing what kinds of  




How would you like 
to design your EFL 
classes?  
Observing the grouping 
strategies  and activity 
structures 
I saw you grouped the students, 
for what purpose?  
Observing teachers’ responses 
to student behaviours 
I saw you letting disruptive  
students continue to make  noise, 
could you tell me why? 
I saw you got angry at the 
disruptive students who…. could 
you tell me more about this ? 
   I saw you nominated certain 
values in your lesson plan. Could 
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What choices have 
you made about 
implementing 
character education 
in your EFL 
classroom? 
 
Have you had any 
problems or 
difficult decisions to 
make? 
compromises?  
Observing what values were  
nominated in lesson plans 
Observing how the stipulated 
values were transmitted: 
Visibly or invisibly?  
 
Observing teachers’ acts for 
the best 
you tell me how the values are 
modelled? 
I saw you gave applause to all 
students’ performance, both the 
interesting performance and 
those that were not well-prepared 
ones. Can you tell me why?   
Why did you tell students the 
stipulated values verbally?  
 
From Table 4-1, the coherence across the four columns of themes, the 
interview 1, class observations, and interview 2 becomes the strength of my design 
for data collection methods. The clear conceptualisation and derived themes helped 
me to arrange semi-structured interview questions for Interview 1 as well as helped 
me define what aspects to focus on in the three classroom observations. In this way, I 
came to the classes with the clear concepts to explore. Then, I was able to ask 
teachers about any observed moment of relevance and to elucidate the thinking 
behind their observed actions. Hence, besides revisiting what I missed in Interview 1, 
the Interview 2 design aimed to enrich and elaborate teachers’ explanations. 
Appendix B offers an overview of the internal coherence between research questions, 
theoretical concepts, and instruments for data generation and analysis questions. 
The observation tool has been made in such a way that teachers’ activities in 
their classrooms could be represented clearly (Appendix H, an observation protocol, 
and Appendix I, an example of class observation note). The information documented 
in the observation tool were the lesson title, the date, the time, and additional 
information regarding number of students, and teachers’ lesson plans. Most 
importantly, teacher activities in the classroom were documented across the two 
elements of pedagogic discourse: ID and RD. The former reflects teachers’ topic of 
instruction while the latter described teachers’ activity to regulate and organise their 
class and their students. Those teachers’ activities then were typified by an 
adaptation of Lemke’s (1993) terms of activity types of classroom. Lemke’s terms 
applied in this thesis include Teacher Exposition, to describe activities when “the 
teacher may present new material initially in monologue, or may explain it further in 
response to student question”, and Copy Notes to explain when “the teacher 
periodically writes on the board material students are expected to copy in their 
notebooks. The notes may be “read aloud by the teacher or by students” (Lemke, 
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1993, p.217). Since Lemke’s terms were initially used to observe science classrooms, 
I also developed my own terms for typical activities in the EFL classroom such as 
Pronunciation Drill, Singing English Songs, and Translation Check. The terms for 
typifying classroom activities and their meaning used in the observation tool can be 
seen in Table 4-2. 
Table 4-2 
The terms used in the classroom observation tool  
The terms for classroom activities Explanations 
BoardWork Students are asked to come to the blackboard and write their 
responses to tasks, or perform the task directly.  
Book Work  Students work out the exercise in the handout. 
Copy Notes  The teacher periodically writes on the board material students are 
expected to copy into their book. The note may be read aloud by 
teacher or by students.  
Disorientation  Periods when all or part of the class is unsure what the activity 
structure is. Usually leads to student questioning. 
Distributing Exam Result  Teacher distributes students’ work after they have been marked. 
Distributing Homework  Teacher gives students’ homework back after being marked or 
checked.   
Going Over BoardWork This is usually a Triadic Dialogue activity in which the teacher 
asks for results of students’ boardwork. Teacher usually evaluates 
students’ work. 
Going Over SeatWork  SeatWork Activity is over.  
Group Desk Performance Students present their works in terms of dialogue, sentence or 
paragraph arrangement while they are seated on their chairs/bench, 
not moving forward to the front. 
Interactive Explanation  In Teacher Exposition, the teacher also issues question(s) to check 
students’ understanding on the topic he/she is explaining.  
Interruption  An intrusion into the classroom activity pattern by an outside 
participant or event such as loud speaker announcement, visitor or 
fire drill, or by a class member (request for leave, illness, 
disruptive behaviour). 
Liminal Period Times between major activities in which there is no set common 
task or focus of attention and the lesson breaks up temporarily into 
private conversation and activities.  
Pair Work Students work with their pair. Hence, the groups consist of two 
students. 
Peer Correction  When teacher asks students to check their peer’s work. Teacher 
may swap students’ works for being checked/marked by their 
peers.     
Preparing for the Group Work Teacher prepares the class for group work. Teacher may group 
students randomly, or negotiate with students. Followed by 
activities such as students move their seat to make circle. 
Pronunciation Drill  An activity that is based on language rehearsal with the purpose of 
practising pronunciation. Teacher may ask students to copy his/her 
English pronunciation. 
Punishment  An act conducted by teacher for the purpose to punish students for 
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Adapted from Lemke (1993) with additions 
4.8 ETHICAL RESEACH 
On one level, all research must be ethical and comply with appropriate ethical 
regulations issued by ethics committees (Fox, Green, & Martin, 2007), but more 
importantly a strong principle of ethical treatment of research participants and data 
should infuse all stages of research. Researchers are required to be aware of ethical 
considerations that include: paying attention to how potential participants are 
identified and approached; what researchers are asking of participants; the risks to 
and impact on participants in taking part and engaging with researcher or other 
participants; and, most importantly, the risks to, and impact on, researchers 
themselves (Barbour, 2007). Unethical research leads to critical questions about the 
researchers’ credibility and “integrity” (Kvale, 2007, p.27).   
The importance of the ethical conduct of research includes not only trying to 
anticipate the impacts on researchers and those being researched, but also the 
their uncooperative behaviour. 
Reading Aloud  Teacher may ask students to read English sentence or  passage 
loudly   
Reprimand An activity by which the teacher gives admonishment to the class, 
group of students, or individual student for their uncooperative, 
improper behaviour or poor achievement in the past and exhorting 
them to do better today and in future. 
SeatWork  An activity in which students work independently at their seats on 
tasks specified by the teacher in a preparatory stage. Followed by 
Going Over Seatwork.  
Set Homework The teacher tells students what will be their homework. 
Singing English Songs Teacher introduces English Song(s) sung by the whole class.  
Student Questioning Dialogue  An activity structure in which students initiate questions on the 
subject matter topic and the teacher answers them.  
Student-Student Conversation In pairs or small groups, students talk privately to one another, 
usually in their desks, and usually not about class work.  
Teacher Check Teacher checks the progress of students’ work in the classroom. 
The teacher moves around the classroom and usually makes some 
dialogue with students.  
Teacher Exposition The teacher may present new material initially in monologue, or 
may explain it further in response to student questions.  
Teacher Offer Student Questioning Teacher asks students to issue any questions regarding his/her 
explanation on the topic taught.   
Teacher Student Duologue  A prolonged series of exchanges between the teacher and one 
student. 
Translation Check Teacher asks the class to find the translation of new English 
vocabulary, usually with the help of a dictionary 
Triadic Dialogue Teacher asks questions, calls on students to answer them, and 
evaluates the answer. 
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researchers’ responsibilities to “the wider academic community and society as a 
whole” (Barbour, 2007, p.28). To do so, the theory and the design of research must 
meet ethical as well as academic requirements so that researchers are able to preserve 
the credibility and social beneficence of the findings. Further, interviews in interview 
studies must satisfy the consideration of “a micro and a macro ethics” (Kvale, 2007, 
p.30). Kvale emphasises that research must not harm, but benefit subjects and the 
whole of society, in terms of maintaining and contributing to the sustainable 
development of the society. To this end, researchers must embrace an ethical 
research philosophy prior to conducting any research by satisfying the following 
questions: i) What are the beneficial consequences of the study?; and ii) How can the 
study contribute to enhancing the situation of the participating subject, of the group 
they represent and of the human condition? (Kvale, 2007) 
I argue that this study contributes to the solution of social problems and 
tensions arising in educational systems in which actors at different system levels 
interact. This study can contribute evidence of dilemmas or stress points that face 
teachers in regard to curricular reforms issued by central authorities. This study will 
help central authorities, the Indonesian government in particular, to consider the 
interface with teachers’ professionalism in any curricular reform.  For the teacher 
participants and the groups they represent, this study presents ideas and reflections 
on how to maximise the effectiveness of CE and help them to negotiate their 
dilemmas.  
 The above ethical considerations should, therefore, lead researchers to 
scrutinise their research design and processes, most particularly in how the data is 
obtained and presented. Prior to data collection, qualitative researchers usually 
encounter problems with how to access potential participants. The way to approach 
participants might be challenging, especially when the participants may feel obliged 
to comply with requests for research access. In this case, researcher had to satisfy 
local or national review protocols prior to undertaking the research (Fox, et al., 
2007). Gaining approval from the organisation’s gatekeeper as to whether I can 
access potential participants or not was also demanding. For the purpose of this 
study, the principle of beneficence of this research were prioritised and articulated 
clearly to both the participants and their superiors.   
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 In doing so, this study firstly sought school principals’ approval to access 
research participants and research sites. Following satisfactory ethical review by 
QUT’s Research Ethics Unit, and prior to any data collection, information about the 
project was given to the school principals. First, I explained to school principals that 
this research has been reviewed and approved by research ethics: QUT Ethical 
Approval Number 1300000002 (see Appendix D). Secondly, I clarified the aim of 
the research, and informed the principals that this study would not examine or 
evaluate school management and school leadership. Thirdly, I also clarified that the 
study seeks to understand rather than judge their teachers’ practice.  
With the school principals’ permissions, I approached potential participants 
and provided an information sheet, a consent form and time to ask questions, and 
consider my request. It is crucial that anyone involved in research understand the 
parameters of the study and all participants have a chance to refuse to take part, or 
give their informed consent (Kvale, 2004). The information sheet let potential 
participants (the English teachers) know when, where, and how they would be 
involved (Burton & Bartlett, 2005). I also informed the participants of the purpose of 
the study and its potential contribution. In regard to reporting the research, I assured 
the participants that their privacy was respected and confidentiality was guaranteed 
and maintained at all stages. Data records were de-identified at the point of 
transcription. In addition, pseudonyms were allocated to participants and used in any 
data reporting. As outlined above, participants had the opportunity to check both the 
Indonesian and English transcriptions of their interviews as a form of member 
checking.   
4.9 INTRODUCING SCHOOL CONTEXT AND THE PARTICIPANTS   
The population of participants for this study were English language teachers 
working in EFL contexts in Indonesian junior secondary schools. There were two 
significant groups of participants relevant to the design: teachers working in state 
schools and teachers working in private Islamic schools. The grounds for 
distinguishing between state teachers and non-state teachers were because these 
groups of teachers faced different working conditions. Teachers in state and private 
Islamic schools were chosen because this research attempted to understand the 
experiences of teachers working in different contexts shaped by institutional values, 
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and their experiences of concurrent curricular reform and professionalisation. This 
section outlines important contextual background with which to understand the 
research design of sampling the two sectors.  
The different school systems were described in Section 1.3.1 including their 
administration and management. There are two ministries administering schools in 
Indonesia, the MOEC and MORA. This study, however, limits its sites to the junior 
secondary schools (state and private) that are administered and regulated by MOEC 
because these schools were subject to the same curriculum policy.  
To invite the teachers to be research participants, I firstly approached eight 
school principals for permission and asked them to nominate EFL teachers who had 
ten year experience. However, only six of the school principals approached gave 
permission and nominated potential teachers meeting my criteria. The six schools are 




School  1 2 3 4 5 6 
State/private state state state private private private 
Gender  Co-ed Co-ed  Co-ed Single sex 
classroom 
Single sex 







Selection            
2 phase 
Selection               
3 phase 
Selection             
No    
selection 








on their wealth 
School hours  7 am-1 pm 7 am-1 pm 7 am-1 pm 7am to 2.30 
pm 













Day  school 
Curriculum  MOEC + 
local 
curriculum   
MOEC + 
local 













subjects   




*RSBI stands for Rintisan sekolah Bertaraf International Or a Pioneering International school  
As can be seen from Table 4-3, teacher participants were sampled across six 
different schools: three state schools and three private Islamic schools. Each school 
had particular features that made it different from the others such as: how students 
grouped students; student recruitment processes; and the length of the school day.  
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Another important dimension, evident in Table 4-3, is that the private Islamic school 
sector is more likely to operate single-sex classrooms and classify students based on 
parents’ financial contribution. One of the private school sites (School 4) was a 
school that used single sex classrooms or separated male and female students in 
different classrooms. School 5 operated both co-education and single-sex classrooms 
in which only those selected based on parents’ financial contribution, were placed in 
“superior” classrooms. Such superior classrooms were co-education classrooms. 
School 6 operated co-education classrooms and grouped students according to 
financial capacities.  
In terms of student recruitment, the state schools were selective, with layers of 
recruitment processes depending on the school’s preferences. As mentioned in 
Section 1.3.1, the majority of Indonesians regard state schools as the schools of first 
choice. Student recruitment that involved rigid selection was highlighted in the 
teachers’ interviews, as well as in the schools’ documents. There were several tests 
that must be undertaken by candidates. Since state schools themselves were 
classified into different tiers, different state junior secondary schools could apply 
different recruitment systems and criteria.   
At the time when data was collected, families in the sampled municipality were 
allowed to enrol their children in any school across the municipality, because there 
was no zoning of school catchment areas in the student recruitment system. To be 
admitted in the first tier state junior secondary school, candidates were involved in 
several selection stages such as national exam result screening, an academic potential 
test, and an interview. In terms of people’s preferences and the order of selection, the 
three state schools in this study can be classified into three different tiers. In this 
case, School 3 occupies the first tier of lower status; School 2 is in the second tier; 
while School 1 falls into the third tier. With the highest status, School 3 situated in 
the centre of town, recruited candidates who were capable of achieving the highest 
performances in selection tests. The other two state schools recruited mostly those 
who were not shortlisted for the first-tier schools. Schools 1 and 2 were located 
further out of town and typically recruited students from low socio-economic 
families.  
As many other private schools (Section 1.3.1), the private Islamic schools in 
this study are provided by non-government organisations relying predominantly on 
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non-government financing and with the direct authority to employ teachers. The 
overall condition of the private schools is no better than state schools in terms of 
resources, such as employing more part-time teachers and learning facilities. The 
private schools are regarded as schools of second choice that admit only those who 
have been denied to government schools. As can be seen in Table 4-3, the private 
schools had no particular selection process for their student recruitment. Despite no 
selection process, School 5 and School 6 classified their students based on their 
family wealth and academic achievement. Those whose parents paid higher tuition 
fees were included in "superior classrooms". In superior classrooms, the facilities 
such as LCD player and air conditioning were available. Also, students in the 
classrooms were able to bring their laptops and had access to Internet. However, in 
terms of teaching staff, all classrooms shared the same teachers.  
In terms of curriculum, all state schools in Indonesia had similar subjects, 
teachers’ employment conditions, and student recruitment system. Junior secondary 
state schools under the MOEC teach the same core subjects and a religious subject is 
also taught to adherents of the five officially-recognised religions (see Section 1.3.1). 
In addition, there are other subjects taught to accommodate the local needs of the 
school and local community. Meanwhile, besides teaching the MOEC’s core subjects 
and accommodating local needs, private schools can offer additional subjects 
depending on the ideological alignment of its stakeholders. For example, if a private 
school is owned by an Islamic or Christian organisation, the time allocated to 
religious subjects in its curriculum could be larger than that of the state schools. As 
can be seen in the table, the private schools tend to have longer school days than state 
schools. The afternoon sessions were mostly used to teach more about religious 
knowledge (Islamic law, Arabic language) and for other extra-curricular activities.   
In terms of school hours, the classes of state schools were conducted from 7:00 
am to 1:00 pm, six days a week, and included two 20-minute recesses. On Friday and 
Saturday, when the school day ended two hours earlier, students had one 20-minute 
recess. Unlike state schools, most private schools such as School 4 and School 5, had 
longer school hours. The classes were conducted from 7:00 am to 2:30, six days a 
week and included a 20-minute recess. After school, this school required its students 
to attend many different extra-curricular activities.  
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Turning to the research participants, I invited the nominated teachers to 
participate and gave them the participant information and consent forms. I gave them 
an opportunity to think about possible participation and asked them to return the 
form with their signature if they agreed to join. Since not all teachers agreed to join, 
the proportion of schools and the number of teachers differs. For example, there is 
only one teacher from School 1, but there are two teachers from School 3 joined this 
study. There were 10 teachers return the consent form and agreed to join in my study. 
However, one teacher later withdrew consent for personal reasons. As a result, the 
participants of the study were nine EFL teachers who had 10 year experience 
working with students and curriculum—four teachers working in state schools and 
five teachers working in private Islamic schools.  
The demographic characteristics of the participating teachers is summarised in 
Table 4-4. Since this research is “teacher based” rather than “school based” as the 
unit of study, the number of teachers working in a particular school is not considered 
important. For example, as shown in Table 4-4, only one teacher was interviewed in 
School 1, while there were two teachers in School 3.  
I interviewed six female and three male teachers. The fact that there were more 
female teachers than males reflects the broader gender distribution in the Indonesian 
teaching workforce. Among the nine teachers, only one was Christian. The greater 
proportion of Muslim teachers participating in this research similarly reflects the 
broader Indonesian demography, particularly in the Western part of the country. In 
terms of their professional education, all teachers in this study had a Bachelor’s 
degree from English teacher-training programs, while two of them had finished a 
Master degree in Education. Most of the state school teachers had graduated from 
state universities or colleges. Meanwhile, most of private school teachers graduated 
from private universities or colleges.   
Given the different school recruitment systems, it is clear that teachers 
participating in this study are employed under different working conditions. This 
study, therefore, seeks to understand teachers’ professional responses to negotiating 
curricular reform as situated within their working conditions such as school values, 
classroom behaviours, student cohort characteristics, and teachers’ professional 
learning opportunities.  
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Table 4-4   
Teacher participants  
 
Sites/school 1 2 3 3 4 5 5 6 6 
Employment 
Sector 
state state state state Islamic Islamic Islamic Islamic Islamic 
Pseudonym  Astuti  Budianti Citra  Dodik   Edi  Fahmi  Gita Hidayati  Iffah  
Age 45 37 43 50 38 45 36 36 38 
Gender Female Female Female Male Male Male Female Female Female 





























Work Status Full-time  Full-time Full-time  Full-time  Full-time  Part-time   Full-time  Part-time Full-time  
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To enable me to present the whole picture, the following chapters will present 
the analysis in different phases. The first analytic phase—presented in Chapter 5, 
reports on teachers’ professional learning experiences about the curricular reforms. 
The second analytic phase presented in Chapter 6 reports on the presence and 
absence of dilemmas for teachers with regard to the moral curricular reform in 
Indonesia. This includes how different working conditions contribute to both 
teachers’ dilemmas and their patterns of resolution. The third analytic phase 
presented in Chapter 7 reports how CE was enacted by each participant and their 
models of the teacher-student relationship. 
4.10 METHODOLOGICAL CONSIDERATIONS IN THE TRANSCRIPTION 
AND TRANSLATION OF DATA  
The data collected in this study were interviews and observations. Although the 
participants were all bilingual, I chose to conduct the interviews in Bahasa 
Indonesian as the participants’ first language, to allow more freedom of expression. 
The observations further supported my understanding of what the teachers said in 
their interviews. After interview and observational data were collected, transcription 
and translation were undertaken since it was the English version that was analysed, 
coded and reported here. The transcriptions were made by a transcriber whose 
mother tongue is Bahasa Indonesian. The transcription conventions are detailed in 
Appendix G. After the transcriptions were prepared, I re-checked each transcription 
against the recordings to ensure every single word was captured. This included 
checking whether the transcribed texts were punctuated “intelligently” (Halliday, 
1989, p.91). This approach benefitted me in many ways since while I read the 
transcriptions and listened to the audio recording, I could also reflect on what themes 
I would code or what possible new themes I would introduce.  I, qua researcher, 
undertook the translation of all transcribed data.  
In translating the interview data, I was concerned with each teacher’s every 
single word. However, a “word for word” translation technique was not the only 
method applied in my study; I also made use of the “sense for sense” method (Doyle, 
p.46) in order to gain the closest equivalent meaning possible and amenable to the 
receiving language, in this case, English. Furthermore, word for word translation is 
not recommended in translation activities as Doyle (2012, p.46) warns: “The 
translator should not enter into slavery to the point of rendering word for word.” 
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Hence, although I am not a “post-colonial writer” in the sense that Tymoczko (1999) 
suggests, I still aimed to respect and convey aspects and meanings of the home 
culture, especially when the intended audience of my translation is an international 
reader. Hence, I privileged certain aspects of the text to be transposed in my 
translation. These included linguistic fidelity, form, cultural content or some 
combination thereof as possible.   
As I was the translator in this study, I benefitted in to additional ways: my 
understanding of the subject matter to be translated improved and the close distance 
between the research participants’ cultural background and my own was augmented.  
The spoken language performed in the interview (especially interview 1) was often 
full of hesitations, pauses, and incomplete sentences. In addition, teachers in this 
study used various specific expressions that another translator might not grasp.  
Hence, my understanding of the subject matter and similar professional background 
to the research participants helped to minimise lost or distorted meanings. However, 
in the translated scripts, I have still retained some specific terms in the original 
language. These are indicated with underlining with a possible translated meaning 
supplied in parentheses. This approach helped me in the analysis process and assists 
the intended audience to understand those specific terms while reminding them of the 
work of translation.  
Transcribing and translating verbal data in this study was undertaken to fulfil 
ethical data presentation. Double checking the transcriptions and translations of 
verbal data was conducted at all stages. In addition to Brownlie’s claim that 
“translations are never politically neutral” (2007, p. 138), this study enhanced the 
validity of translation by conducting member checks of translation as well as 
transcription, given the participating EFL teachers were bilingual. With these 
member checks, I gave the research participants an opportunity to check both the 
transcripts of interviews and their English translation for a period of time, then asked 
them for their feedback or confirmation. I sent the teacher participants the script via 
post; and I told them that, if there were corrections required, I would keep refining 
the transcript until the interviewee’s confirmation was obtained. Most importantly, I 
supplied stamps for them to send the documents back if they wanted any correction 
regarding their ideas and feelings. After one or two weeks the teachers received the 
transcriptions and its translation, I contacted each of them to check whether there 
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were any such responses. However, they reported no evidence of miscommunication 
or problems in translation.  
In presenting transcription and translated interview data, I purposefully 
included the prior utterance of the researcher either in terms of direct or indirect 
speech of the interview question generating the participant’s response. By presenting 
the preceding question, I have sought to enable readers to make such links as their 
eyes move line by line down the excerpts. When the readers have not understood the 
research participants’ utterances, they are able to look back to the immediately 
preceding line (Ochs, 1999).   
For presenting classroom observation data, I translated the teacher-students 
conversations into English, while keeping their English utterances as they are. In 
doing so, I have used “double quotes” to distinguish the teachers’ and students’ 
utterances that I translated into English. Throughout the thesis any textual data in 
terms of teachers’ utterances from the classroom observations has been reproduced 
verbatim, without any standardization of grammar for English utterance.  
4.11 ANALYSING QUALITATIVE DATA  
The distinction between the empirical and theoretical fields is important for the 
process of data analysis. It is because, data analysis in qualitative research is best 
conceived as a dialogic process that involves moving between the empirical and 
theoretical fields (Dowling & Brown, 2010). The empirical field or “the general area 
of practice or activity or experience” about which the researcher intends to make a 
claim must be first identified (Dowling & Brown, 2010, p.10). The empirical field 
must relate to the theoretical field of a broader field of discourse incorporating 
“academic and professional knowledge and debates” (p.10).  The interconnection of 
the empirical and theoretical fields enables qualitative researchers to produce a tight 
and coherent definition of the problem. According to Dowling and Brown (2010, 
p.87) quality in analysis depends on “the internal explicitness and coherence of the 
theory, the relational completeness of the theory, the integrity of the concept-
indicator links, and the organisational language. Those aspects, as Dowling and 
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Grbich (2007, p.31) suggests that, by the end of data collection, qualitative 
researchers “should be on top of the data as opposed to being buried under them”. 
For this purpose, besides articulating the interconnection between theoretical and 
empirical fields, qualitative researchers need to consider what they will do with the 
data collected. Rubin and Babbie (2009) consider qualitative analysis to be an 
iterative process as it involves a continual interplay between theory and analysis. 
They identify three key tools for preparing data for analysis, namely coding, 
memoing, and concept mapping (Rubin & Babbie, 2009). Although the codes created 
may be derived from the theory being explored, more often qualitative researchers 
“use open coding in which codes are suggested by researchers’ examination and 
questioning of the data” (p.312). In this study, the coding was mostly “down” from 
theory to data. For example, I used the code ‘recontextualisation’ to capture any data 
in which teachers’ reported how they interpreted and enacted the curricular reforms. 
Prior to data collection the codes/concepts that derived from the assembled theories 
were listed. Based on these codes, the semi-structured interview questions were 
designed.  In addition, there was also coding “up” from data to theory since new 
cases, topics, and themes of interest were identified. For example, I coded for the 
additional concept of pedagogic relation from the data, since I found this concept 
useful in analysis. The concept helped me to understand teachers’ accounts of their 
sense of responsibilities in teacher-student relations.  
Rubin and Babbie (2012) recommended the use of computer programs, such as 
NVivo to assist researchers in the analysis phase.  Memoing within NVivo was used 
at several stages of data processing “to capture code meanings, theoretical ideas, 
preliminary conclusions and other thoughts useful during analysis” (Rubin & Babbie, 
2009, p.312). Similarly, I used NVivo to organise my data to enable me to work 
across the different teachers’ interview data thematically. With the last analytical tool 
of concept mapping, diagrams were used to explore relationships among the data 
graphically.  
Data analysis in qualitative research takes time and it starts before the data 
collection. A qualitative researcher must be able to show and understand the 
interconnection between theoretical and empirical fields including the research 
problem. Clear ideas about the interconnection between theoretical and empirical 
fields really help a researcher decide how to collect valuable, appropriate data and 
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how to work with the data collected. The explicit articulation between the research 
problem, the theoretical frame, and the instruments for data generation, based on a 
sound methodological design, can foster internal coherency for the study. Appendix 
B presents an articulated map to understand how the research questions, theoretical 
frame and analytical questions came together to address the research questions in this 
study. 
Therefore, in analysing the data, I always considered the internal coherency of 
research questions, theoretical concepts, and instruments for data generation 
(interview questions and observation), as well as analytical questions. I used the 
coherency table (see Appendix B) to guide my way across design phases and keep 
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Chapter 5: Data Analysis: Teachers’ 
professional status and their 
understanding of curricular 
reforms  
5.1 INTRODUCTION 
This chapter presents an analysis of the data that reveals teachers’ dilemmas 
when implementing moral curricular reform within SBC. Data for the study were 
derived from a sequence of an interview and classroom observations used as points 
for reflection in a follow up interview. The interviews and observations were 
conducted with nine teachers employed in either state schools or private Islamic 
schools in Indonesia. Considering the different teachers’ status, this study 
interviewed four civil-servant teachers working in state junior-secondary schools and 
five non-civil servant teachers in private Islamic schools. As outlined previously in 
Section 4.9, instead of using a translation of the Indonesian term of civil-servant 
teachers and non-civil servant teachers, this research will refer to them in accordance 
with the school sector in which they worked—state school teachers and private 
Islamic school teachers respectively.  
All teacher participants had a minimum of ten years teaching experience. In 
order to help readers to recognise respondents’ employment status, the pseudonyms 
were created in alphabetical order. Astuti, Budianti, Citra and Dodik are teachers 
working in state schools. The other five teachers, Edi, Fahmi, Gita, Hidayati, and 
Iffah are teachers working in private Islamic schools. Detailed demographic 
information about the research participants, including their age, education, teaching 
experiences and religions, was described in Section 4.9.  
Classroom observations were conducted to augment teachers’ explanations in 
their interviews with evidence of their actions in classroom. The observations were 
followed up by a second interview, to explore the teachers’ thinking behind their 
observed actions. Interview and observation data were then organised and analysed 
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by a series of theoretically informed analytic questions. Chapter 5 explores teachers’ 
understandings of curricular reform and its implementation, and will focus on the 
first research question below:  
How do EFL teachers understand the Character Education curricular 
reform in the context of School based Curriculum?  
To explore this research question, interviews aimed to understand:  i) the 
professional learning opportunities about the reforms in which the teachers 
participated; ii) what teachers knew about the two different reforms; and iii) how 
their understandings about the reforms and the degree of opportunity to participate in 
professional learning contributed to their implementation of the curriculum.  Since 
two different curricula—the CE policy and SBC reform—were applied to all teachers 
in Indonesia, this section will focus on how the two categories of teachers were 
resourced to engage with the reforms. 
5.2 DIFFERENT PROFESSIONAL STATUS, DIFFERENT 
PROFESSIONAL LEARNING OPPORTUNITIES  
The professional learning in this section is regarded as learning opportunities 
for teachers that were provided by the government and their school organisation. In 
response to interview questions regarding experiences in professional learning 
around the curricular reforms, the two different groups of teachers reported different 
opportunities. This section presents the data from interviews with state school 
teachers and private Islamic school teachers respectively. 
5.2.1 State school teachers: higher degree of professional learning opportunity  
All state school teachers spoke about the frequent professional learning 
opportunities for grasping the knowledge embedded in the reforms. Astuti, a teacher 
with 19 years teaching experience, explained briefly: 
Researcher: What training did you attend regarding the Character 
Education reform?  
Astuti:  When the curriculum was firstly issued, the school principal invited 
an expert to train teachers of this school. Also, I have been actively involved 
in the English teacher MGMP [Community of Practice for teachers of the 
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same subject], because, in its meetings, there is always a team from the 
capital city of the province to talk about Character Education and school-
based curriculum policies. The meeting is conducted once a week. So far, I 
always attend the MGMP [Community of Practice for teachers of the same 
subject] meetings in which I could share ideas with my colleagues, such as 
how I could arrange lesson plans for my school, and help teachers from 
different schools arrange their lesson plans. ... 
Astuti described how the school principal invited experts to conduct training 
for state teachers when the CE reform was issued. Also, she described a dedicated 
space and community to assist state teachers to develop their professional responses 
to the reform, namely the English teachers’ Community of Practice (CoP). According 
to Astuti, the English teachers’ CoP which met on a weekly basis was important in 
sharpening her understanding of the curricular reforms.  By her account, she 
enthusiastically joined any meetings because there was always a team from the 
educational department as facilitators. She also reported opportunities to meet and 
process ideas with her colleagues in these regular meetings.  
Likewise, Budianti mentioned such routine meetings, as well as in-house 
training conducted by her school principal, to introduce CE. In addition, she was 
appointed to attend a training of trainers (ToT) when SBC was first issued.  The TOT 
suggests the sector gave ample opportunity to the state school teachers not only as 
training participants, but also to be curriculum mediators.  Budianti explained 
further:    
Researcher: Can you tell me about professional development training you had 
regarding the reforms?  
Budianti: ...I was trained in Jakarta for about 15 days. Then when I went back to my 
district, I was required to disseminate the training materials to my colleagues. The 
dissemination program was organised by the educational board in the 
district/municipality and all EFL teachers from state schools were invited. ... 
Similarly, my colleague in this school was sent to Tanjung Batu to attend such 
training for the introduction of the character curricular reform. She was then 
required to disseminate the knowledge to her colleagues, including me.  
Researcher: Why were you appointed to be a trainer of teachers?  What were the 
criteria for being selected? 
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Budianti : Because I had passed the examination of teachers’ competence, that’s it. I 
was shortlisted in the second wave. ... so I had to disseminate the materials to my 
counterparts in this District afterwards.  
Researcher: How did you disseminate the training materials? Did you need to meet 
with them once a week?  
Budianti: Yes, I did. For disseminating the curricular reform policy, the MGMP 
[Community of Practice for teachers of the same subject] meetings are 
organised by the educational board of this District. ... In this district there are three 
cohorts of MGMP for English Subject. EFL Teachers working at state schools were 
examined and ranked prior to grouping teachers. ....  
The English teachers’ MGMP or CoP in which Budianti could obtain and then 
disseminate the training materials was organised by the regional educational board. 
As she mentioned above, teachers working in state schools were invited to these 
meetings. In other words, CoP served as a systemic means for the government to 
enhance and support teachers’ professionalism, more particularly, those who worked 
in state schools.  
Interestingly, from Budianti’s report, the regional educational board had a 
systematic tiered approach to teachers’ professional learning. Budianti explained 
that, prior to the regular meetings of the English teachers’ CoP, the selection and 
category in terms of examination for teachers were made to rank and then to group 
teachers. The results of the examinations were used to place teachers in certain 
cohorts. From Budianti’s account, the MOEC, through its regional educational board, 
made systematic attempts to enhance teachers’ professionalism including how 
teachers were assessed, ranked and briefed. 
Besides routine meetings, state school teachers also had an opportunity to 
attend ‘national’ training sessions that were conducted by the central authority. With 
these opportunities, participants were subject to a selection process. This can be 
understood from Budianti’s account of her involvement in national training sessions 
in Jakarta, the capital city of Indonesia which required her to travel 1000 kilometres 
each way. This sort of prestigious opportunity was only attended by those who were 
shortlisted and thus was restricted to state school teachers who had passed certain 
examinations or assessment. Astuti explained that the involvement in the national 
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training came with the condition that participants would act as ToT to introduce new 
reforms.  This teacher suggested the sector gave greater opportunity to the state 
school teachers for not only training participants but also for being curriculum 
mediators or curriculum leaders.   
Such plentiful experiences were also reported by the two other state school 
teachers working in School 3, Citra and Dodik. Like Budianti, Dodik described 
different kinds of professional learning sessions. 
Researcher: How much training did you attend regarding the reforms?  
Dodik:  I was appointed to join school-based curriculum training in the 
capital city of this province. From this training I knew how to arrange the 
lesson plans within the school-based curriculum framework. Meanwhile, 
dealing with the character education policy, the school principal invited an 
expert to explain the reform, and then she also invited trainers to show how 
to implement the character education policy.    
Besides in-house training by which the school principal invited experts to 
address the teachers, Dodik also reported his attendance at a ‘provincial-scale’ 
training to learn the reform. Similarly, Citra, who worked in the same school, 
described the numerous opportunities she had for her professional learning as an 
English teacher.  
Researcher: Does the school give you a ‘space’ to learn?  
Citra: Yes, this school supports teachers to learn the use of IT in classrooms 
as well as teaching methods, assessment, and evaluation. I always attend the 
trainings related to those issues. Also, whenever any curricular reform is 
issued, I always want to know the strengths and weaknesses of the new 
curriculum, what and why such curriculum has been revised.  
Researcher: How many professional learning training sessions did you join 
regarding the school-based curriculum and character education policy 
reforms? 
Citra: I attended so many trainings, I don’t remember how many. I 
understand the reforms very well as I attended many workshops, trainings as 
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well as when I took a Master degree and also PLPG [education and training 
program for teachers]. 
Citra and Dodik reported attending many different professional learning 
opportunities offered by the school and education department. Citra could not 
remember the number of training sessions and workshops she had attended. Most 
importantly, her statement of ‘I always want to know’ and ‘I always join’ indicate her 
enthusiasm to learn new things or understand reforms. 
To summarise, four civil servant teachers working in state schools described 
the space and opportunities they had to learn and develop their professionalism. 
These teachers attended meetings of the English teachers’ CoP organised by the 
regional educational board that were regularly conducted on a weekly basis. They 
described the activities in the CoP including the dissemination of new educational 
policies, trying out new teaching methods with EFL experts, and sharing ideas with 
colleagues from other state schools across the district. In addition to the English 
teachers’ CoP, the civil servant teachers also described opportunities to attend other 
provincial or national-scale training programs. By their report, these greater 
opportunities strengthened their position as curriculum mediators in the CoP. By the 
state school teachers’ accounts, systematic investment for state school teachers’ 
professionalism was conducted by the government. The government applied 
particular procedures to rank, select and assess teachers prior to conducting English 
teachers’ CoP and provincial and national trainings.   
5.2.2 Private Islamic school teachers: limited opportunity for professional 
learning   
Turning to the private Islamic school teachers, the extracts below outline the 
teachers’ reports regarding their professional learning opportunities. Iffah reported 
her experience as follow:  
Researcher: How do you know about school-based curriculum and 
character education? 
Iffah: I understood the reforms from my school’s Curriculum Deputy 
Principal. In every academic new year, there is a meeting attended by all 
teachers of this school to decide how many classes each teacher should 
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teach for the upcoming year. We also share the information about any 
curricular reforms and how to implement them. In terms of character 
education curriculum, I haven’t joined any training, yeah only the School-
based Curriculum. We have English teachers’ MGMP [Community of 
Practice for teachers of the same subject] for Islamic schools under the 
same organization. There are five schools in this district. The meeting of the 
MGMP is usually conducted before school examinations. In its meetings we 
just try to make sure that we have taught all planned topics. The meetings 
are conducted every three months.  
Iffah spoke of the different scale of professional learning for private Islamic 
school teachers. Unlike the CoP meeting of the state school teachers that was 
conducted on a weekly basis, the CoP meeting of her school was conducted only 
once every three months. From her accounts, the agendas did not merely focus on 
teachers’ professional enhancement, but also addressed students’ examinations. Also, 
the annual meeting with the curriculum Deputy Principal was not focused on 
understanding the new curriculum and planning for its implementation, but was more 
about the distribution of labour. The meeting was focused for discussing 
administrative issues such as who teaches what class. Iffah spoke that she had never 
attended any professional learning regarding CE reform.  
A similar situation was also described by Gita and Miftah who worked in 
School 5. In the extract below, Gita reports on her experience regarding professional 
learning: 
Researcher: What about the English Teachers’ Community of Practice? 
Gita: We had English teachers’ MGMP [Community of Practice for teachers 
of the same subject] meetings with teachers from state schools. But, I am not 
sure each Tuesday or Wednesday. 
Researcher: Are you delegated to that regular meeting of the MGMP? 
Gita: Not only me. There are five English teachers in this school so we took 
turns. The last meeting of English teachers’ MGMP I attended was the one 
in 2008. I found it was useful as it trained me to arrange exam materials, 
and it let me know any reforms issued. Unfortunately, the organizer was not 
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really consistent with the scheduling. That’s why I hesitate to go; better for 
me to teach in the classroom instead of attending such meetings.  
Researcher: How did you know the values in character education offered by 
the educational board? 
Gita: At first I knew from my colleague who works in state schools. He 
brought a model of the syllabus from the Department of Education in the 
district.  But I don’t know about the list of values. Maybe because it is not 
published well, or maybe I do not really care about that 
Gita’s access to professional learning sessions was far less than Iffah’s. By her 
report, she had not attended any English teachers’ CoP meeting for around three 
years. The last meeting she attended was in 2008 before CE had been issued. She 
mentioned there was an organiser of the meeting but it was not clear who took 
overall responsibility for organisation. In contrast to the reports of the systematic 
approach for state school teachers, Gita considered the CoP meeting organisers for 
private Islamic school teachers to be less consistent. The inconsistency of the 
meeting schedule had made this teacher opt out of the infrequently scheduled 
meetings.  
Given that Gita’s last meeting with a CoP was three years before the CE policy 
was issued, Gita had never been officially briefed on what the policy required of her. 
She did not understand the detailed list of values offered by the Education Board, 
since she had not attended any such formal training about the CE reform. Gita 
reported that she only understood how to implement the CE reform after learning 
from her colleagues’ lesson plans. Hence, her account suggests that neither the 
regional educational board nor the school principals planned systematic professional 
learning for private Islamic school teachers.   
A similar opinion was articulated by Fahmi, who worked in the same school as 
Gita.  
Researcher: Are you active in English teachers’ MGMP? 
Fahmi: I used to attend English teachers’ MGMP [Community of Practice 
for teachers of similar subject] with state school teachers to improve my 
knowledge. In recent years I could not join the CoP of the state schools. I am 
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no longer invited to join in that CoP; I only attend the meetings organised by 
a small group of English teachers in my school. There are five English 
teachers in this school. In this meeting, we usually shared ideas.  I am the 
most senior one amongst them so my colleagues relied on me and needed me 
to motivate the group to learn and to update the new teaching methods, 
including the use of ICT in English classrooms.  The problem is teachers 
were not really enthusiastic in learning the new technology.  
In this excerpt Fahmi spoke about his exclusion from the MGMP and how he 
coped with this difficult situation. By his report, teachers in School 5 attempted to 
enhance their professionalism by forming and organising their own group. As the 
most senior teacher, he is the one whom other teachers relied on to motivate the 
group. The issues they discussed in the meeting were broader, not particularly related 
to curricular reforms such as CE. However, from Fahmi’s and Gita’s accounts, it can 
be concluded that these private Islamic school teachers obtain knowledge regarding 
curricular reform and new teaching methods by themselves. 
In terms of being included in such a CoP, Edi, who worked in School 4, 
reported even less access to a professional community.  
Researcher: Do you join the English teacher MGMP? 
Edi: I think there should have been teachers’ MGMP.  But it is not available 
here. There may be in downtown. I never join the MGMP. I don’t know why 
I have never been invited to join its meeting.  We don’t have MGMP in this 
school 
Researcher: How many training sessions did you attend regarding the 
character curriculum? 
Edi: Hmm about 2 times. The school invited people from the department of 
education to introduce the reform and how to implement the reform... 
Edi reported lack of access to any ongoing CoP and that he had never been 
invited to the meetings. The information regarding the CE policy was obtained from 
in-house training organised by his school principal. Therefore, the only training that 
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In general, these private Islamic school teachers talked about limited access to 
professional learning about curricular changes. They did not report a systematic 
coordinated approach made by both the Educational board and schools/teachers 
regarding professional learning. To process knowledge, some of them formed and 
organised an in-house MGMP. Edi’s account suggests that such in-house training 
relied on the school principals’ initiative and whether particular in-house training 
was affordable or not. In this case, only the teacher working in School 5 reported 
experience of in-house training regarding the reform.   
In sum, the interview data in this section shows how different cohorts of 
teachers reported stark differences between conditions for professional learning.  
Based on the teachers’ accounts, the professional status of Indonesian teachers 
determines different levels of professional learning opportunities. Though better 
qualified, state teachers had more spaces and support to learn about the curricular 
reform than the private Islamic school teachers had. State school teachers described 
access to at least three professional learning modes: regular or on-going briefings; in-
house training; and delegation to provincially or nationally-scoped training 
opportunities. The regular training is reflected in the weekly English teachers’ CoP 
meetings, a professional community group which is organised by the regional 
educational board. In-house training was accessed when school principals invited 
experts to educate their teachers. Nationally and provincially scale training is when 
the educational board or school principals selected particular teachers to attend the 
national or provincial scale trainings and these participants later served as ToT. The 
variety of professional learning modes experienced by state school teachers, provides 
evidence of how the regional educational board gave more attention and support to 
these teachers. Therefore, through an intensive and systematic approach to enact the 
policy, the government targeted the state school teachers as the curriculum leaders or 
decision makers. Meanwhile, private Islamic school teachers reported limited 
professional learning provided either by the government or school organisation.  
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5.3 TEACHERS’ UNDERSTANDING OF TWO CURRICULAR REFORMS  
5.3.1 Weaker framing of SBC benefitted all sampled teachers  
Throughout the interviews, there was uniformity around teachers’ 
understanding that with SBC, the MOEC gave them more freedom in their teaching 
practice, including freedom to develop their own teaching materials.  Such freedom 
must consider the particulars of the school’s context. In response to questions about 
their understanding of SBC, Budianti and Dodik suggested the flexibilities that SBC 
gave to them as teachers:  
Researcher: Tell me about school based curriculum.  
Budianti: In my understanding, with school-based curriculum, the 
educational authority just mentions SKL (graduate standard competency), 
while teachers are required to develop the teaching materials consistent with 
the schools’ values, social circumstances and environment.  
In this excerpt, Budianti reported considerable freedom for teachers to develop 
teaching materials. She recounted that the MOEC only offered the SKL or Basic 
Competence and Content Standard for all schools and teachers to follow. Teachers 
then were able to develop and select the teaching materials based on the SKL, while 
considering their context.  
More detailed information about the SKL was reported by Dodik, a state 
school teacher working in School 3:  
Researcher: Tell me about how you plan your lesson. What goes through 
your head? 
Dodik: In preparing a lesson plan, I start from the curriculum or SKL 
(graduates competency standards). With the previous 1994 curriculum, 
however, we used to have GBPP [teaching guide] which provided the 
teaching materials for teachers. But SKL only provides teachers with an 
outline which includes ‘competence standard’ and ‘indicators’. Then 
teachers develop the SKL into a syllabus. We decide on the teaching 
materials and teaching activities at the same time when we are making the 
syllabus. By this stage, we can predict what character/values we want to 
explore. But again, it is merely a general idea. After that, we make a lesson 
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plan. A syllabus is different from lesson plans; the former is an outline and 
the latter is a more detailed description. Other information to show in the 
lesson plan is classroom, time, basic competencies and teaching materials.  
Dodik described how SKL only provides teachers an outline consisting of a 
competency standard and indicators, therefore the curriculum can be identified as 
general information about what to teach and to assess.  According to him, teachers 
develop SKL into a syllabus then develop the syllabus into lesson plans. At this 
point, while he made the lesson plan, he reported considering teaching materials and 
classroom activities, as well as what values to incorporate.    
In terms of teaching materials, Dodik reported that teachers and schools decide 
which handouts to use for their students.  
Researcher: You have experienced many curricular reforms. Did you find 
your role has changed? 
Dodik: Ideally, with the school-based curriculum, teachers have more 
responsibilities because the authority does not provide textbooks. Teachers 
then are required to find their own teaching materials from other resources. 
In the past, we [teachers] used to have text-books from a central authority 
for teachers to use in classrooms. However, now with school-based 
curriculum, the schools and teachers determine certain books for teaching. 
When we feel the book is not sufficient, we have to find the materials from 
other resources.    
The excerpt shows that, within SBC, the authority provided the space for 
schools and teachers to choose their teaching materials, including the handbooks for 
students. By Dodik’s account, teachers may find other materials if they feel the 
handbooks are not sufficient.  Hence, teachers had more choices in selecting teaching 
materials.  
With only general information given and some choice in teaching and learning 
handbooks, this version of SBC reflects the weaker framing achieved by this 
curricular reform by which the authority gives teachers more  control to make their 
own lesson plans and to choose their teaching materials. With weaker framing (F-), 
teachers were able to adapt the ORF’s outlined curriculum while introducing 
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teaching materials from different sources. By choosing their own teaching materials 
for EFL classes, teachers have a degree of professional freedom to decide what can 
be discussed and learnt in the classes. Like Budianti and Dodik, all teachers in this 
study described the space made available for teachers to develop teaching materials 
within the SBC framework.  
Turning to the private Islamic schools, four out of the five teachers understood 
the basic concepts of SBC reform: teachers’ consideration of their school context and 
the greater professional freedom the curriculum offered. Gita described the teachers’ 
role under SBC: 
Researcher: With school based curriculum, what is your role? 
Gita: With school-based curriculum, I could develop my teaching materials 
based on the outline given by the MOEC. I need to adapt them to my school 
context, that’s all.  
Like the teachers in state schools, Gita reported that the authority only issued 
the curriculum as an outline in terms of competency standard.  Then she could 
develop her teaching materials based on the outline while considering the school 
values. At this point, she needed to adapt the materials in accordance with her school 
context.   
Moreover, Iffah, as a private Islamic school teacher, reported that SBC 
required teachers, including English teachers, to consider the school’s religious 
values.  
Researcher: With the school based curriculum, what is your role?  
Iffah: ...The school-based curriculum is generally similar with the 
competency-based curriculum. But, with the school-based curriculum, we 
need to consider our school’s potentials. Since this is a religious school, 
students are taught to get closer to the Almighty.   
According to Iffah, teachers’ consideration of the school context made the SBC 
reform different to the previous curriculum. By her account, with SBC school could 
consider more on their context. Further, since teachers worked in an Islamic school, 
they should take students’ religiosity into account.   
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In terms of the degree of professional freedom offered by SBC, two teachers 
expressed their support of a higher degree of freedom. The extract from Hidayati 
below is representative of these teachers’ preference for SBC:  
Researcher: With school based curriculum, what is your role? 
Hidayati: The school-based curriculum is more enjoyable. The school-based 
curriculum reflects our daily life. Whenever I need certain teaching 
materials, I just download from the internet.  For example, students can 
make greeting cards for those who are recovering from illness, having a 
birthday and so on. Teachers may choose the materials that are available on 
the internet. If they have been already available on the internet, why should I 
make my own? But with previous curriculum, I used to be text-book oriented. 
Hidayati felt she had more professional freedom since she could easily adopt 
teaching materials from other sources rather than relying on text books.  For her, 
professional freedom meant greater opportunity for teachers to bring materials from 
other sources to her EFL classes. She then explained how SBC allows teachers to 
introduce a variety of teaching materials for her students, especially those that reflect 
students’ daily life. This can be understood as a weaker framing of the EFL classes.  
Hidayati’s utterance, ‘If they have been already available on the internet, why 
should I make my own?’, outweighed the opportunity offered for her to develop or 
create her own materials based on school values.  She explained how she used the 
materials from the internet without any further adaptation. This was confirmed in the 
classroom observation where Hidayati introduced teaching materials that did not 
reflect her school values. In Class 1, when her topic was how to write 
‘transactional/interpersonal texts’, Hidayati asked her students to create cards for 
their friends. To introduce the topic, she mentioned many different greeting cards 
such as cards for someone’s birthday, wedding and Valentine’s Day. The 
introduction of Valentine’s Day seemed problematic, since at other times Hidayati 
had prohibited her students from having romantic relationships. For example, in the 
Classroom 3 observation, she grabbed a love letter made by her female student and 
reminded the students not to court the opposite sex. In her second interview, Hidayati 
said that she had to grab the letter since this school had a strict rule prohibiting such 
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relationships. She said, ‘... We [teachers] always prohibit our students to get along 
with their girlfriend/boyfriend and remind them that it is such improper conduct. If 
they engage in sexual play we will invite students’ parent for an interview and 
suspend the students’ 
While the excerpts above have focused on the teachers’ perspective and their 
positive attitude towards the SBC, the excerpts below outline the benefits of SBC for 
students. Astuti, who worked in a state school, spoke about how her students 
experienced this curriculum: 
Researcher: With school-based curriculum, what is your role? 
Astuti: We should consider the school context and school’s values ... With 
today’s curriculum, teachers need to give various reading texts to encourage 
students to read, and to enhance students’ curiosity to foresee the ending of 
stories. As the result, students are more active in the learning processes such 
as discussion and group work; they may work outside the classroom to make 
a description text.     
In this excerpt, Astuti explains her opinion that SBC benefits her students since 
it reflects a more student-centred approach, rather than teacher-centred approach. By 
her account, SBC enabled teachers to choose more varied teaching materials that can 
enhance students’ enthusiasm. With SBC, teachers are able to organise their 
classroom in such a way that students could learn English while they experienced 
more engaging activities.  
Similarly, Fahmi spoke about the more interesting approach of language 
learning offered by SBC.  
Researcher: Tell me about the school based curriculum? What is your role?  
Fahmi: What I understand about that curriculum is, the teacher prepares his 
teaching apparatus like syllabus, lesson plans, and develops his teaching 
materials. It is different from the previous one in which teachers used to only 
give a speech. When we were explaining, students listened, understood and 
then practised. But today’s curriculum is different. Students are provided 
with various teaching media to overcome boredom; we can use overhead 
projector in the classroom.  
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According to Fahmi, SBC enabled teachers to regulate classrooms in such a 
way as to overcome students’ boredom. By his account, this curriculum leads to a 
teaching paradigm that encourages students to become more active and engaged in 
the learning process, in contrast to the earlier teacher-centred paradigm. In this way, 
teachers might prepare the EFL lesson with more interesting classroom activities.  
In sum, teachers in both school sectors reported how SBC offered teachers 
greater freedom in terms of making their own lesson plans and choosing the teaching 
materials. These flexibilities were considered to be beneficial for both teachers and 
students since this curriculum enabled teachers to introduce materials that were more 
suitable with the school context, including students’ needs. Teachers also reported 
that they could prepare more relevant material that ‘reflects our daily life’ or more 
up-to-date material from the Internet so that students were more engaged with their 
English classes. In addition, the teachers claimed that with increased freedom, 
teachers could introduce more interesting materials and more engaging activities for 
their students. Besides offering a degree of freedom, teachers agreed that this 
curriculum demanded that teachers consider the school’s local context and its values.  
The next section will explore how the CE policy was enacted within the 
weaker framing (F-) and weaker classification (C-) of SBC.  Teachers’ description 
regarding the CE policy will be explored first to explore their understanding 
regarding the policy. Then their experience in implementing the policy including 
how the policy changes their role is presented.  
5.3.2 Teachers’ support for the CE policy 
This section reports on findings that relate to how the teacher participants 
understood and supported the CE policy. The interview extracts presented in this 
section show the teachers’ understanding of the basic concept of the reform and its 
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State school teachers had more understanding of the CE policy 
In response to enacting the CE reform within the weaker framing of SBC, state 
school teachers spoke about what the CE reform required of them in terms of 
administrative issues.  
Resarcher: How would you describe the current character education 
curriculum? 
Astuti: In my view, character education is good. We did not have this 
previously. With character education policy, teachers are required to be 
concerned with students’ behaviour and morality, such as whether students 
respect their teacher, respect people who are older than them, and respect 
their peers. We didn’t implement this previously, but now it must be 
implemented. I mean we used to take students’ behaviour into account, but 
not as intensively as we do now. 
Researcher: How has your role changed with character education?     
Astuti: With school-based curriculum and character education, there are 
skills, knowledge, and moral values to teach. This includes how we 
[teachers] behave to students, at least modelling good behaviour such as 
‘respect’ and ‘responsibility’. We did not have such concerns with the 
previous curriculum. We used to control students’ behaviour loosely. With 
the current curriculum, however, we educate students about being 
responsible as well as help them to master the subject learnt. We put 
characters/values in the lesson plan, such as ‘respect’, ‘responsibility’, and 
‘politeness’.  
Astuti reported her support of the CE policy. According to her, the policy 
legitimised teachers’ roles to get involved in students’ moral development and 
required teachers to be more concerned about students’ moral development. By her 
account, teachers should not only insert values to model or teach in their lesson plan 
documents, but also become role models for students. Similarly, Citra also explained 
her support for the CE policy by which the teachers’ moral role was shaped: 
Researcher: How has your role changed with character education?     
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Citra: I agree with the introduction of the policy. If students have good 
character, the outcomes will be good. There is a proverb, if the character of 
people in a nation is good, the nation will be great. Meanwhile if people’s 
character is bad, the nation will go to ruin. I believe in that. Before 
character education was issued, I used to implement character education 
although without writing the values explicitly in lesson plans. With this 
reform, I even feel happy because teaching morality is not just the 
responsibility of teachers of certain subjects, such as Religion and 
Citizenship subjects, but it should be implemented by teachers of all subjects.  
In this excerpt, Citra suggested that CE has reinvoked her awareness of the 
importance of developing students’ morality and that the CE policy legitimised all 
teachers, including EFL teachers, to be responsible for the nation’s future by better 
developing the morality of the younger generation.  Like other state teachers, Citra 
mentioned the administrative requirements that must be met by teachers—writing the 
values explicitly in lesson plans.   
In this way, the state school teachers displayed their approval of the CE reform: 
requiring teachers to become more concerned about students’ behaviour and 
morality. Besides their support for the official moral curricular reform, all the state 
school teachers articulated similar agreement about their changed roles under the 
reform. The excerpts from the state school teachers above show that CE served to 
reinforce the unwritten role that they had undertaken for a long time before the CE 
reform was issued. As Citra said, ‘Before character education was issued, I used to 
implement character education although without writing the values explicitly in 
lesson plans’. The state school teachers perceived the moral curricular reform to be 
more about legitimating teachers’ role as moral guardian and as role models for 
students.  
Most importantly, the state school teachers understood what they should do in 
order to meet the administrative requirement—inserting more deliberately the 
nominated values in their lesson plans. They are expected to implement this in their 
classes in every lesson. In terms of the actual implementation of the policy, state 
school teachers could articulate a number of different ways for CE curriculum 
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enactment. Below the state school teachers explain the different versions of CE 
offered by the ORF. I begin with Citra’s explanation:  
Citra: Apart from the version requiring us to insert values in indikator 
[learning objectives], there are many other versions of its implementation 
since different school supervisors have different criteria to assess teachers’ 
lessons. The second version doesn’t require teachers to put values in the 
indikator [learning objectives] but to write the values in the process of 
teaching and learning. For example, greeting and praying before starting 
English lessons reflects the religious value. Then, by group discussion, 
students learn the ‘cooperation’ value. The teacher is required to print these 
values with red print in their lesson plan in order to recognize them easily. 
With this version, teachers may write one to six values in each lesson plan. 
Then the third version is a bit challenging for us: the value must emerge in 
the lesson plan from its indikator [learning objectives] to penilaian 
(assessment). This version does not recommend that teachers introduce 
many values, but at least two values. For example when students are 
expected to ‘say thanks in a polite manner’, teachers are required to write 
‘politeness’ in the whole lesson plan from indicator to assessment. ‘What is 
polite’ must be explained in detail in the particular rubric. This version 
seems to be challenging, and I think teachers will have less freedom since, 
for example, we could not teach ‘politeness’ in English reading activities. 
The problem is teachers are encouraged to use the last version. I personally 
prefer to choose yang paling gampang (the easiest one), so we do not need 
to write detailed explanations about the values we want to teach. For 
example, without describing ‘religiosity’ in detail, I just accustom students 
to salam (greet) and pray before we start. …  
Citra accounted for a number of different versions of enacted CE, noting which 
one fitted with her and which ones did not. By her account, there were at least three 
versions that she understood from training sessions. She had many different choices 
to implement. Although she invoked the first version as paling gampang (the easiest) 
version, Citra was observed to apply more versions in her lesson plan documents. 
She applied the first version in her lesson plans for Class 1 and Class 2, as well as 
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implementing ‘the third version’—the version she mentioned as the most challenging 
version—in  her lesson plan for her Class 3.   
Another extract below illustrates the state school teachers’ understandings 
regarding different versions of CE implementation: 
Researcher: How would you like to describe the character education 
curriculum? 
Budianti: There are many versions for teachers to choose in implementing 
the character education curriculum. In making lesson plans, for example, 
some wrote the values in “indicator”, some others explicitly wrote in either 
“lesson objective” or “in the process of teaching and learning”. But in the 
English subject, not all values can be inserted. For example, “discipline” is 
the value that automatically appears and can be seen in the process of 
teaching and learning. In my opinion, to arrange a lesson and its learning 
activities, I just write the specific values that I feel relate to the teaching 
materials.  For those which do not, I do not write them in my lesson plan 
though, but I teach them in the classroom instead. ... I   just add the values to 
my already-made lesson plans. In any teachers’ lesson plan, the teacher may 
explicitly write what character or values she wants to teach.  However, the 
other version requires us to explicitly elaborate how we teach values in the 
teaching process. Its teaching process includes how we open the lesson and 
teach core topics.  It doesn’t matter if I write “students can write a story 
creatively” in the process of teaching column when the value I want to teach 
is “creative”. However,  for other values, it is not that easy.  Therefore, for 
me, the most practical way is hanya menambah (just adding) what values to 
teach in our existing lesson plans, without elaborating how to teach that 
value in the process of teaching and learning. 
Budianti also spoke about a number of versions of CE curriculum 
implementation. Instead of using these versions in the classroom, Budianti outlines 
how she prefers to apply the most practical version by which she just adds particular 
values to her existing lesson plans. Based on my analysis of her lesson plan 
documents, she applied the simplest version in her three observed classes.  
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The extracts above construct different versions of the CE curriculum by which 
teachers might embrace CE curriculum to different degrees and insert values in some 
ways in their lesson plans. Of course, different versions offer different modes of CE 
curriculum implementation. Hence, teachers might choose any version as long as 
they understand what they should do with the lesson plans/documents. In addition, 
the state school teachers also criticised the multiple versions while finally choosing 
to adopt the version that was deemed the best fit with their own professional 
sensibilities. Citra, for example, applied not only the simplest version but also 
implemented the third version, which (by her account) was the most challenging 
version. Meanwhile, Budianti consistently applied the simplest version, in spite of 
her knowledge of other versions.         
Government support for professionalism had benefited the teachers working in 
state schools. These teachers became more aware of the principles and practices of 
the CE reform. They could articulate not only the philosophy of the reform, but also 
how it could be implemented. Most of them (Citra, Budianti, and Dodik) could 
explain different versions of CE in detail: including how many values should be 
inserted in only one version; and how to model or teach the values in classrooms. 
Though aware of the different versions of implementation, these teachers could also 
criticize various versions and had more confidence to choose which version was 
deemed to be the best fit for them to align with their personal professional values.     
Private Islamic school teachers’ support but pragmatic understanding of CE 
policy  
In contrast to the state school teachers, none of the private school teachers 
spoke of different versions for implementation. The private school teachers explained 
the general ideas and highlighted the administrative rule of the CE policy, that is, the 
requirement to insert the nominated values into lesson plans.   
Fahmi, the most senior teaching staff member among the private school 
teachers, described the CE policy as follows:  
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Fahmi: I really agree with the character education reform. Administratively, 
I only write the values [in the lesson plan]. That’s what I understood. I need 
to only add the characters/values to insert in my lesson plans.  There are 18 
characters/values. Teachers need to choose the values which are suitable 
with SKKD [basic competence]. For example, if the topic is “to respond to 
an opinion”, the values to insert in the lesson plan are cooperative and 
discipline. But, anyway it is for administrative requirement only. 
In this excerpt, Fahmi spoke about his positive response towards the CE policy. 
He then reduced the CE policy to a compliance measure, as can be seen from his 
utterance of only add and only write the values in the existing lesson plans. In 
addition, his last sentence implied that the implementation of the CE reform was only 
a matter of administrative compliance.  
A similar argument was invoked by Iffah, Hidayati, and Gita. Hidayati, who 
worked in School 6, stated as follows,   
Researcher: How would you describe the current character education 
curricular reforms? 
Hidayati: I am really happy with this, especially when I found my students 
are not really honest; when I asked them not to open their laptop, they start 
using their laptops instead of obeying me, and they cheated in the exams.  
Researcher: What is your role? 
Hidayati:  Remains the same. I also used to reprimand them before the 
reform was issued. Nothing changes. It just requires us to insert the values in 
our lesson plans. The values we need to teach such as honesty, cooperative 
behaviour etc.  
Hidayati outlines that the CE reform within the SBC frame does not really 
change her role. These teachers did not consider the moral curricular reform as 
impacting on their teaching activities beyond requiring the insertion of certain values 
in their lesson plans. Although they were supportive of its intent, their account of its 
impact did not extend beyond administrative compliance.  
Another private school teacher, Edi, had a slightly different understanding of 
the CE policy.   
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Researcher: Tell me how your role has changed with the character 
education policy? 
Edi: ... This policy needs the teacher to tell students the objective of the 
lesson so that students understand the outcomes of their learning. In terms of 
students’ character, I told them [students] the objectives/purpose of the 
learning, that is, to make their behaviour more this and this. I told them the 
topic would be, and I also showed students the expected outcome. The 
difficulty is we need more time to prepare.   
According to Edi, CE required teachers to inform students clearly about the 
moral objective of the lesson. In his understanding, at the beginning of the lesson, 
teachers needed to inform students what values they should acquire. Accordingly, in 
classroom observations, he was observed to always start his lessons by introducing 
the objective of the lesson and the values that were to be acquired. With this practice, 
Edi saw the CE reform as involving some change in his pedagogic discourse. 
Theoretically speaking, he understood morality was to be visibly taught as ID rather 
than invisibly infused as RD.    
Despite all the sampled teachers’ support for CE, the interviews display how 
the level of understanding of CE differs between state school and private Islamic 
school teachers. One group of teachers could demonstrate detailed understanding, 
while the other group could understand the final point of the reform. The state school 
teachers, as a group, displayed a more detailed understanding about the CE 
curriculum, including the basic concept, and different ways to implement the 
curriculum. In contrast, the private Islamic school teachers in this study understood 
only the final point, being the general requirement to insert values into the lesson 
plans. Although all teachers in this study agreed that this reform required teachers to 
become more focused on students’ moral development and they were supportive of 
its intent, the sampled private Islamic teachers did not find the philosophy of moral 
curricular reform changed their practice.  
5.4 TEACHERS’ RECONTEXTUALISATION MODELS  
Based on the data from interviews, classroom observations, and lesson plan 
documents, three different recontextualisation models emerge: curriculum developer; 
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curriculum servant; and curriculum absence. In this study, teachers who are 
identified as curriculum developers are those who met the administrative 
requirements, and consistently modelled and explicitly taught the nominated values 
in classrooms. Meanwhile, those who are categorised as curriculum servants only 
sought to satisfy the administrative requirement. The last category, curriculum 
absence, describes those who did not meet the administrative requirement and 
provided no evidence of nominating values, teaching or modelling them in classes. 
This section illustrates each of these recontextualisation models in turn.    
Curriculum developer  
Three state school teachers, Budianti, Citra, and Dodik, were categorised as 
curriculum developers. Document analysis of their lesson plans indicated that these 
teachers met the administrative requirement by nominating values in their lesson 
plans as required by the ORF. More importantly, classroom observations 
documented episodes in these teachers’ classes where these values were modelled 
and explicitly taught in classes. An excerpt from Budianti below indicates how the 
CE policy had changed her teaching practice from reactive to proactive moral 
education:    
Researcher: How would you describe the current character education 
curriculum?  
Budianti: Generally, I agree with this reform. We need more focus on 
students’ conduct.  I have been teaching for many years and I think in 
today’s children’s morality has degraded, yeah, become more complex. 
Although teachers have taught morality, this curriculum directs teachers to 
what values to teach.  In the past, teachers used to teach values only when 
they found problems. But now teachers have to be aware that they have to 
teach values in any lesson.  
In this excerpt, Budianti explains she used to be concerned about students’ 
moral development and she taught values especially as episodes preceded by 
problems. After the CE reform, however, Budianti highlighted the requirement of 
both teaching and modelling moral values in every class, including stating exactly 
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what values to teach. By her report, she understood what she needed to do to 
implement the policy in classes.  
Based on the observations, Budianti applied the most practical version in all 
classes. She also reported choosing different values for each lesson plan, and then 
teaching and modelling the nominated values in classroom (see Appendix J of 
Budianti’s observed classes). In Class 1 she inserted the values available on the 
official list such as ‘communicative’, ‘democratic’, and ‘precise’ in her lesson plan. 
Then she reported that she modelled each of these values in the classroom. In this 
way, Budianti’s account suggests that she taught the values implicitly:  
Budianti: I think, the most effective way in educating and developing students’ 
morality is how the teacher becomes a model for them. How I should behave at 
school, and what I should do in the classroom. Because now giving only speech 
about what is good or bad is not really effective to develop students’ behaviour. 
Modelling is more important. 
Budianti’s report suggests her intention that whatever she did in classes, 
including how she organised the EFL activities, would become a value modelling for 
her students. In this way, the classroom observations indicated that ‘communicative’ 
values were modelled through interactive explanations, by which she kept asking 
students to express their opinions while explaining the topic. Budianti modelled the 
value of ‘democracy’ by getting students to answer her questions without fear. No 
matter whether the answer was right or wrong she always responded to students’ 
answers positively. Her classes were highly interactive to enable her to model such 
values.  
Researcher: How may students behave in the classroom? When should or should not 
students participate in the classroom activities? 
Budiant: Depending on what we expect in the process of teaching and learning. I 
implement various methods in the classroom. Sometimes I ask them to play games, 
do discussion or individual tasks. They have to be creative and actively express their 
opinion in the discussion.   
The excerpt above shows how Budianti managed her EFL classes. Although 
this excerpt did not particularly address the modelling of values in Class 1, the way 
she managed the EFL classes informs how ‘communicative’ and ‘democratic’ values 
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were modelled. In terms of the ‘precise’ value, I observed a pronunciation drill 
activity where she required her students to spell English words correctly, thus 
modelling the ‘precise’ value (see Appendix J). 
In addition, although this teacher also criticised the multiple versions of CE 
implementation as administrative issues, she could still decide to adopt the version 
that best fitted her own professional sensibilities. Despite the most practical version 
being to merely meet the administrative requirement, she also chose to develop the 
CE policy in her classes. In this way, besides modelling the values, she taught 
explicitly values other than those she inserted in her lesson plan. Hence, Budianti 
asked students to consider the moral values of the story they read: ‘to obey parents, 
especially mother’ and named the value of respecting parents deliberately. Therefore, 
this teacher implemented the policy in many different ways, both teaching and 
modelling the values.  
Like Budianti, Citra reported that she modelled the nominated values in EFL 
classes, but she also taught the values explicitly. However, she spoke that she 
consciously implemented different versions of CE. In Class 1 she nominated 
‘curiosity’, ‘cooperation’, ‘care’, ‘respect’, and ‘religiosity’. She modelled these 
nominated values and named some of these values in classes (see Appendix J). By 
her report, ‘curiosity’ was modelled through brainstorming activities in the beginning 
of the lesson, while ‘cooperation’ was modelled through group work activities. For 
‘care’, Citra told students about the importance of ‘love’ and ‘care’. She modelled 
‘religiosity’ by asking students to summarise the moral values of a story (‘love’, 
‘respect parents’, ‘generosity’). In this case, she treated those values as aspects of the 
religiosity value:  
Researcher: We could not find those values in the list offered by the 
government. Are ‘respect to parents’ and ‘love’ your own values? 
Citra: No, we couldn’t [find the values in lesson plans]. Maybe because I am 
a Christian, our fundamental principle is ‘love’; love God, and love other 
human being. In my view, if all men do anything for love, the world will be 
peaceful; no one thinks about himself.  
161 
 
 Chapter 5: Data analysis; Teachers’ professional status and their understandings of curriculum reforms  
 
  
In this extract, Citra said that she considered ‘love’ to be the core value of 
Christianity, her religion. It also suggests that Citra taught her students to become 
respectful in order to build social harmony. By her report, she could make such 
improvisations by modelling values other than those she nominated in her lesson 
plans. Then, in Class 3, she implemented a different version of CE. She was only 
interested in one value in her lesson plan, ‘cooperation’. She explained this value 
explicitly in a certain rubric, inserted it in her lesson plan, and modelled it in the 
process of teaching and learning.  
Similarly, Dodik purposefully introduced particular values in his lesson plans. 
In one of his English classrooms, he nominated ‘responsibility’, ‘honesty’, 
‘confidence’, and ‘appreciation of other people’s work’ in his lesson plan. These 
values were observed to be largely transmitted through the RD and ID. While 
grouping his students, he suggested his students be responsible as team members: ‘Be 
supportive and participative to get the best result!’. He suggested the ‘honesty’ value 
when he said, ‘It is individual work, so you need to do your own work. No cheating, 
be honest!’ Then, he also enhanced students’ ‘confidence’ by asking them to perform 
their work in front of the class confidently. Then he led applause for all performances 
to model the last value of ‘appreciation’. Dodik also inserted values beyond those 
that the ORF stipulated. For example, in his lesson plan for Class 2, he planned to 
model ‘thinking critically’ (see Appendix J) 
To conclude, the three aforementioned teachers recontextualised the CE as 
curriculum developers, since there was evidence of its implementation in lesson 
plans as well as classes. Additionally, these teachers could develop CE in such a way 
that they could use different versions of CE and made judgements depending on their 
context. 
Curriculum servant  
As mentioned before, the category of curriculum servant is attributed to those 
who only sought to meet the administrative requirement. One state school teacher, 
Astuti, and two private school teachers, Edi and Fahmi, complied with the 
administrative requirement of nominating values in each lesson plan. Astuti 
nominated the same values for all three observed lessons, despite different topics in 
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the instructional discourse. In her lesson plans, she nominated five values—
‘trustworthiness’, ‘respect’, ‘diligence’, ‘responsibility’, and ‘courage’—
consistently. In addition, from the classroom observation notes, there was no 
evidence of explicit mention or treatment of nominated values, but reprimands 
asking students to display ‘courage’ to respond to the teacher’s challenge.  
Similarly, Edi inserted the same values, despite the different ID topics of her 
three observed classes—‘trustworthiness’, ‘respect’, ‘diligence’, ‘responsibility’. 
Edi’s English lesson of Class 3 applied the same values as the first two classes, but 
with the addition of ‘courage’. Likewise, Fahmi also inserted many different values 
in his lesson plans such as ‘polite’, ‘respect others opinion’, ‘friendly’, ‘democratic’, 
‘honest’, ‘cooperative’,’ love to read’, ‘eager to know’, and ‘hardworking’. However, 
by my observations, he modelled only a few of these values, not all of them. The 
excerpt below is his report on why he did so:  
Researcher: How do you select the values for each lesson and model the 
values? 
Fahmi: When preparing my lesson plan, I select the values which are 
suitable with the theme/topic I teach. For modelling and teaching those 
values, however, it depends upon the condition of students. When I teach in 
the very last sessions, I could not model those values because the students 
have fallen asleep. I may model the values in the morning sessions. For 
example, I usually put students into groups in the morning as the topic 
supports doing so.  In the last sessions, students are no longer energetic, that 
is why I will not model those values in the afternoon sessions.  
Fahmi believed he showed no real concern about the implementation of CE 
policy in class.  According to him, modelling values depended on the condition of 
the students. In this way, when students were tired and less energetic, he preferred 
not to implement CE. This action is supported by his thinking that the CE policy was 
merely an administrative requirement, as he explained in another excerpt, ‘Anyway it 
is for administrative requirement only’.   
The lack of correspondence evident between teachers’ lesson plans and their 
classroom practices showed the limits of the administrative requirements in the 
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implementation of CE.  A ‘token gesture’ was adopted as a coping mechanism for 
teachers to superficially address the curricular reform. Teachers met these 
administrative requirements because they thought they should do so regardless of 
whether CE was implemented as intended in their classes or not.       
Curriculum absence  
The third recontextualisation model of curriculum absence describes those who 
did not meet the administrative requirements as well as provided no evidence of 
nominating values, teaching or modelling them in classes.  Three of the five private 
school teachers (Iffah, Gita, and Hidayati) left the CE space empty. CE was not 
evident in these teachers’ lesson plans.  To confirm these teachers’ thinking behind 
their choices to ignore the administrative requirements, I asked them about their 
choices in the second interview. The excerpt below is Gita’s explanation: 
Researcher: I didn’t see you insert any value in your lesson plan. What’s 
your thinking behind your action? 
Gita: I did not insert any value in my lesson plan. I might have forgotten 
this. I will edit this later. I copied the lesson plan from a certain source.  
Researcher: Do you know the values offered by the educational board? 
Gita: At first I knew from my colleague who works in state schools. He 
brought a model of the syllabus from the Department of Education in the 
district.  But I don’t know about the list of values. Maybe because it is not 
published well, or maybe I do not really care about that.  
Although Gita’s previous account (Section 5.2.3) showed that she understood 
the administrative requirement of CE, in this excerpt she reported that she did not 
understand this policy in detail, including what values to insert. The lack of 
information regarding the CE policy became her reason why she did not insert any 
values in her lesson plan. She also reported that she was not really enthusiastic about 
the policy.  
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Researcher: I notice you did not insert any values/character in your lesson 
plan. Would you please tell me why? 
Iffah: I don’t really understand about the CE reform.  The Deputy Principal 
in curriculum affairs might know more about that. Once, he informed the 
teachers in the meeting that there was character education curricular 
reform. That’s it! He asked teachers to learn the reform through the Internet. 
By Iffah’s account, the information she received from the Deputy Principal was 
limited. To gain knowledge about CE, she had to seek the information by herself.  
She also reported not inserting particular values since she did not understand the 
reform very well.  
The data shows that all the state school teachers and the two private Islamic 
school teachers met the administrative requirement: their lesson plans each 
nominated some of the stipulated values. Meanwhile, three private Islamic school 
teachers left CE unimplemented. From these teachers’ accounts, these private Islamic 
school teachers had not really been briefed about the reform and were not prepared 
for it. At first, Gita reported she might have forgotten about the reform but later on 
she said that she was not well informed about it. When asked whether she understood 
the values in CE, she reported she was unaware of the list of values. She blamed 
herself for being ignorant and blamed the ORF for not publicising the policy better. 
Likewise, Iffah suggested she only knew about the general intent of the reform from 
her Deputy Principal. Hence, both teachers’ enactments of the reform relied on 
colleagues—the Deputy Principal and other teachers’ lesson plans—not from formal 
official training opportunities such as those available to the state school teachers. 
These less resourced teachers were left to garner the information regarding the 
reform by themselves.  
In conclusion, the analysis suggests that different learning opportunities led to 
different understandings of the curricular reform. As a result, three broad models of 
curriculum recontextualisation were evident in the sample — curriculum developer, 
curriculum servant and curriculum absence. Three state schools teachers (Budianti, 
Citra, and Dodik) performed as curriculum developers. Two private Islamic school 
teachers (Edi and Fahmi) and one state school teacher (Astuti) were recontextualising 
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the curriculum as a token gesture of administrative compliance. Curriculum absence 
was observed in the cases of three of the private Islamic school teachers, Gita, 
Hidayati and Iffah. 
The recontextualising models that emerge through this analysis show the two 
groups of teachers tended to diverge: most of teachers working in state schools 
represented curriculum developers while most of those who worked in private 
schools displayed the curriculum absence model. Interestingly, some teachers from 
both groups were included in the curriculum servant model. This distribution can be 
illustrated in the diagram below: 
 







                                                                                                       
 
  Figure 5-1 The distribution of across school sectors across recontextualisation 
models  
 
Given there were different opportunities for professional learning, there 
typically different recontextualisation models between the two teaching workforces. 
The next section explores teachers’ accounts of their attitudes towards professional 
learning. Teachers’ views on the importance of professional learning are also 
understood to contribute to these distinct patterns of recontextualisation.   
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5.5 DISCUSSION  
To synthesise this chapter’s findings regarding teachers’ experience with 
curricular reforms, this section discusses the strong classification by teachers’ status 
regarding the CE knowledge distribution and the different levels of teachers’ 
understanding of the curricular reforms.   
5.5.1 Strongly classified teachers in CE knowledge distribution 
As outlined in Section 1.5, Indonesian teachers are strongly classified in terms 
of their status and rewards. It was also evident that such professional status 
determines different levels of professional learning opportunities. Therefore, 
Indonesian teachers were strongly classified in the process of curricular reform.  
State school teachers had more professional space and support to learn about the 
curricular reforms than the private Islamic school teachers had. The government, 
through its regional educational boards, treated teachers differently, offering more 
access for state school teachers to various professional learning modes such as 
regular CoP meetings and the delegation to provincial or national training 
opportunity. Therefore, through such intensive and systematic approaches to enact 
the new policy, the government targeted the state school teachers as the curriculum 
mediators or curriculum leaders. In addition to the regional educational boards’ 
professional learning modes, these teachers reported in-house training provided by 
school principals. In contrast, the private Islamic school teachers reported limited 
professional learning opportunities provided by either the government or by their 
school.  
Prior to curriculum recontextualisation, three parties were involved in the 
process of knowledge distribution: the MOEC, regional educational board, and EFL 
teachers. These parties are regarded as ORF, the first institutional tier of PRF (1), and 
the second tier of PRF (2) as respectively. The positions of these parties in the 
recontextualisation chain align with Bernstein’ structure of the pedagogic field as 
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Figure 5-2 Recontextualising agents of distributive rules in the CE reform  
 
The figure shows the positions of each agent involved in the distribution and 
recontextualisation of knowledge embedded in CE. The MOEC is regarded as a 
knowledge producer who has issued the CE policy, selected CE values, and regulated 
the reform. There are two different tiers of reproducers: the regional Education 
Boards and EFL teachers.  CE knowledge was transmitted by the pedagogues in 
regional educational boards through systematic professional learning.   Meanwhile, 
EFL teachers are regarded as other CE knowledge reproducers who have to 
implement the CE in classes.  
In terms of distributing the CE knowledge, the exacerbated difference between 
the state and private Islamic school teachers is an outcome of the role of PRF1. 
Reports from state school teachers in the previous section indicate that the PRF1’s 
role is significant in assisting PRF2 to learn the CE knowledge that was developed 
by the MOEC. Additionally, by the state school teachers’ accounts, the PRF2 could 
merge with PRF1, since the state teachers were selected to be included in the ToT 
program conducted by the ORF. Meanwhile, private Islamic school teachers reported 
only a few contributions by the PRF1 in processing the CE reforms. Hence, private 
Islamic school teachers (PRF2) were left to directly interpret and recontextualise the 
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5.5.2 Two dimensions of teachers’ professionalism: system investment and 
individual’s investment  
This section aims to answer the first two sub-research questions of how 
different categories of pedagogues at schools describe the ORF’s curricular reforms 
and how strongly classified their knowledge about the reforms is. Three findings 
emerge from this analysis of teachers’ understanding and practice of curricular 
reforms. Firstly, strong classification within the teaching workforce is matched by 
the differences in the PRF1’s approaches to professional learning. Secondly, 
different degrees of professional learning opportunities produced differences in 
teachers’ construction of knowledge about the CE policies. Thirdly, the different 
knowledge impacted the different recontextualisations.  
The sampled teachers provided reports of different spaces for professional 
learning. Hence, the ORF attempted to give considerable autonomy to PRF1—
consisting of pedagogues in the regional educational board as ToT—to train the 
teachers. The strong classification between strata in the teaching workforce produced 
disparate approaches for each category by the PRF1. In contrast to state teachers, 
private Islamic school teachers had to acquire knowledge regarding CE themselves. 
From the data above, different groups of teachers informed different degrees of 
understanding of the reform. The group with higher status, more privileges, and 
better conditions could gain more understanding. Meanwhile, the private Islamic 
school teachers pragmatically constructed what knowledge they could about the 
reform and were poorly resourced to do so. As a consequence, the limited assistance 
from the PRF1 reduced the private Islamic school teachers’ understanding of CE. In 
other words, the lack of professional learning opportunities for private Islamic school 
teachers produced weak adherence to the curricular reform.   
Besides the PRF1’s uneven efforts that focussed more on the state teacher than 
the private Islamic school teacher, there is another important factor contributing to 
the recontextualisation model of curriculum absence, namely teachers’ enthusiasm 
for professional learning. In this study, teachers’ enthusiasm for professional learning 
was regarded as teachers’ assumptions about the importance of personal investment 
for their teaching career. This includes teachers’ awareness and effort to enhance 
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their professionalism. Such personal investment included teachers’ attempts and 
initiations to enhance their professionalism, either formally or informally. For 
example, formal professional learning is the teachers’ attempts to be involved in any 
professional learning sessions conducted by registered organisation, or teachers’ 
efforts to organise professional learning sessions. Meanwhile informal professional 
learning session is teachers’ own attempts to garner information regarding curricular 
reform.   
This analysis suggests that teachers made different degrees of individual 
investment. The majority of the state school teachers (Atuti, Budianti, and Citra) 
exhibited a higher degree of personal investment. In terms of her enthusiasm in 
developing professionalism, Astuti’s excerpt offers evidence that she had high 
motivation to be involved in the English teachers’ CoP regular meetings to learn how 
to implement curricular reform: ‘I have been actively involved in the English teacher 
MGMP (Community of Practice). Because, in its meetings, there is always a team 
from the capital city of the province to talk about Character Education and School-
based Curriculum’. Similarly, Budianti described her excitement when she was 
selected to attend a national training session regarding SBC, ‘Alhamdulillah (Thank 
God), I was appointed to be a representative in such ToT training in Bogor. ... I was 
trained in Jakarta for about 15 days’. Budianti’s words, Alhamdulillah  (Thank God) 
indicates her exhilaration on receiving the offer for professional learning. Likewise, 
Citra also explained how the system’s investments, in terms of organising regular 
meetings and training sessions, had bolstered her professionalism. She then reported 
the importance of teachers’ pursuit of ongoing professional learning. On this point, 
she saw teachers’ individual investment as important as the system’s investment,  ‘So 
I think teachers should be beyond the students. ... Teachers have responsibility to 
always upgrade their professionalism. They have to adapt to any changes and meet 
to the students’ needs’.  Only one state school teacher, Dodik, reported low 
motivation to professional learning, as he said, ‘I am already old to learn. Whenever 
I attend English teachers’ MGMP (CoP), the only thing I want is to support and 
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On the contrary, most private Islamic school teachers in this study showed 
limited individual investment in their own professionalism. When asked about 
individual investment regarding professional learning, three of the private school 
teachers (Gita, Hidayati, and Iffah) did not give any account of the importance of 
individual investment for developing professionalism. Despite the administrative 
requirement of CE, there was no evidence that these teachers implemented the policy 
in their classes. Such curriculum absence suggests the absence of individual 
investments to garner information about the curriculum policy and content. Only two 
teachers working in private Islamic schools reported importance commitment to their 
own professional learning. Fahmi reported that he established and organised a small 
English teachers’ CoP in his school by which he could process ideas with his 
colleagues. Edi attempted to learn from lesson plans he downloaded from the 
Internet, though he copied and pasted lesson plans for his classes. 
Figure 5-3 shows how the two different teaching workforces were distributed 
across the aforementioned two dimensions of professionalism—system investment 
and individual investment. More particularly, the figure illustrates the level of 
system’s investment in professional learning and the level of personal investment 
they had reported. In this figure, the system’s investment and teachers’ personal 
investment were accounted in two different continuum high (+) and low (-).  
                                     Systemic investment 




































Figure 5-3: Positioning participants with reference to systemic investment and 




 Chapter 5: Data analysis; Teachers’ professional status and their understandings of curriculum reforms  
 
  
Figure 5-3 shows a considerably strong classification of teachers in terms of 
system investment and individual investment. Three state school teachers reported 
they were benefited from both a higher system’s investment and higher individual 
investment (++). Three of the four state school teachers experienced the privilege of 
professional learning provided by the system. They also expressed a personal 
commitment to professional learning for their teaching profession. Another state 
school teacher reported high system support but reported low individual investment 
(+ -). Meanwhile, two private Islamic school teachers reported low system 
investment but expressed higher personal investment (- +) by organising small CoP 
and garnering knowledge from different sources. The other three private school 
teachers reported low system investment and indicated low personal investment (- -).    
It is also important to see whether these two dimensions of professional 
investment lead to different recontextualisations. Section 5.3.1 developed three 
models of recontextualisation including curriculum developer, curriculum servant 
and curriculum absence. Those models of recontextualisation respectively reflect 
different degrees of understanding of the curriculum and how to implement it.  In this 
case, the curriculum developer model is regarded as the highest, most professional 
rank among the three. The curriculum servant model reflects token gestures of 
practice by which the teachers recontextualised the curriculum at the level of its 
minimum requirements. The last model, the curriculum absence, is characterized by 
teachers’ disengagement with the curriculum reform. 
Based on the teachers’ reports, I conclude that those three models of 
recontextualisation were not inevitable. Rather, there are factors which seem to have 
contributed to their emergence, particularly, the system investment and individual 
investment in professional learning. For the sake of a clear description, Table 5-1 
below shows how teachers’ experiences in professional learning were associated 
with different teacher recontextualisation models. This table maps the dimensions of 
investment to include the system’s investment and individual investment, and how 
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From Table 5-1, it can be seen that the two state school teachers who benefited 
from high support from the government and high personal investment (++) exhibit 
the highest rank of recontextualisation, curriculum developer. One state school 
teacher, who received higher support from the state, demonstrated the highest ranked 
model of recontextualisation, even though he had expressed low motivation to learn. 
However, one state teacher, Astuti, who had a higher degree of systemic support and 
high enthusiasm for professionalism (++) was positioned as a curriculum servant. 
Hence, despite intensive briefings, this teacher used this rather thin version of 
recontextualisation. The difference in recontextualisation between this teacher and 
the other three teachers could perhaps be the result of more limited professional 
learning. Astuti reported only two modes of professional learnings—in-house and 
local training (Section 5.2.1). The other three state school teachers attended three 
modes of professional learning including provincial and national training.   
Turning to the other group of teachers, those who lacked PRF1 support but 
expressed higher enthusiasm about professional learning (- +) reached the second 
rank of curriculum servant. Teachers who lacked both the systemic and personal 
investments (- -) remained at the level of curriculum absence. Compared with the 
state school teachers who mostly occupied the top of the table, all the private Islamic 
school teachers in this study were located in the lower ranks of the table.   
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This distribution suggests that, support from the government in terms of 
professional learning opportunities helps teachers to be more confident in their 
curriculum recontextusalisation. Despite the flexibility offered by the weaker 
framing of SBC, state school teachers who had more understanding about the 
reforms were better able to implement the CE policy as intended in their classes.  
5.6 CONCLUSION  
 This chapter has identified that the sampled teachers were strongly classified 
in terms of their professional learning opportunities. State school teachers who 
experienced plenty of opportunities could describe more detailed understanding of 
the curricular reform. They benefitted from the government’s systematic effort to 
introduce and explicate the CE reform for teachers through regional educational 
boards. Meanwhile, the private Islamic school teachers reported a lack of support 
from the government and principals to learn about the CE reform. These teachers had 
to struggle to seek information around curricular reform.  
Such stronger classification of teachers’ statuses produced different 
understandings among the teachers regarding the reform. Therefore, it also produced 
different recontextualisations. In this way, the weaker framing of SBC did not re-
professionalise the practice of all sampled teachers. The SBC only re-
professionalised state school teachers who could access the intensive training, not the 
private Islamic school teachers who could not access such training. In short, the 
systemic investment affected teachers’ recontextualisation modes. State school 
teachers who had access to the system’s investment could realise the higher rank of 
recontextualisation, while the private Islamic school teachers who reported limited 
access to the system’s investment could only realise the second rank despite 
reporting higher individual investment.  
In terms of CE, teachers also reported high enthusiasm towards the policy, 
since CE re-framed their role as students’ moral guardians. More particularly, since 
teachers suggested their concern with the moral decline of today’s youth and the 
nations’ problems such as corruption and internal conflicts, this policy was perceived 
to be a ‘licence’ for them to become more involved in developing the moral conduct 
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of their students, the nation’s next generation. Most importantly, there was no report 
from teachers showing any resistance against the CE policy. Both state school 
teachers and private Islamic school teachers welcomed the policy. However, despite 
teachers’ enthusiasm toward the CE reform, teachers could not embrace the CE 
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Chapter 6: Data Analysis: Presence and 
absence of teachers’ dilemmas with 
moral curricular reform in 
Indonesia  
6.1 INTRODUCTION 
This chapter reports on the dilemmas teachers reported regarding the curricular 
reforms. As detailed in Chapter 4, interview data and classroom observations were collected 
from nine teachers working in state and Islamic private junior secondary schools in 
Indonesia. The nine teachers’ pseudonyms were allocated in alphabetical order: Astuti, 
Budianti, Citra, and Dodik worked in state schools; Edi, Fahmi, Gita, Hidayati, and Iffah 
worked in private Islamic schools. Each teacher participant was interviewed on two 
occasions. The first interview for each teacher that was conducted before the observation of 
the teacher’s lessons, explored their understandings of the co-existing curricular reforms, any 
dilemmas they experienced, and their responses to these dilemmas. The second interview that 
was conducted after the classroom observations aimed to explore the teacher’s thinking 
behind their observed actions. More particularly, this chapter presents the data regarding the 
second research question and its two sub-questions: What issues do teachers report when 
enacting the CE policy within the SBC context and how do they resolve the dilemmas—in 
terms of selecting and developing curricular content and, in terms of the outcomes of CE.  
As mentioned in previous chapters, CE was implemented within the weakened framing 
of SBC. Teachers in Indonesia were offered the opportunity to develop content standards 
related to teaching materials, content, and activities appropriate to their school context. In this 
way, the research questions above seek to identify potential dilemmas perceived by teachers 
while selecting and developing the CE curricular content. In theoretical terms, the questions 
seek to identify  tensions in the teachers’ professional context, particularly whether the 
combination of stronger framing (F+) for CE and weaker framing (F-) for SBC posed 
dilemmas in developing and enacting curriculum. After identifying any dilemmas the 
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teachers’ dilemmas contributed to their implementation of the CE policy in their English 
classes.   
6.2 TEACHERS’ PROFESSIONAL DILEMMAS WITH CURRICULAR 
REFORMS  
As mentioned in Chapter 5, the teachers reported that professionally, they still had a 
higher degree of relative freedom to implement CE, and as a result, the weaker framing of 
SBC led to different recontextualisation models. This section presents teachers’ accounts of 
the tensions in selecting, sequencing, and prioritising the curricular content in their 
recontextualisation of the CE policy. Teachers’ thinking when planning their English lessons 
regarding what competing forces intruded in this activity will also be presented. 
In line with the concept of dilemmatic space (as outlined in Chapter 3), this thesis 
proposes that dilemmas are perceived by individuals in accordance with their awareness of 
structural conditions and relational aspects. The realisation of a dilemma is not inevitable, but 
will emerge within individuals only in relation to other aspects such as structural constraints 
and relational aspects of the context. In the following sections, therefore, teachers’ 
consideration of such constraints and aspects will be explored.  
6.2.1 The presence and absence of dilemmas when arranging lesson plans  
With SBC, teachers in Indonesia have been granted relatively more professional 
freedom to develop curricular content. The government gives teachers more opportunity to 
develop the curriculum—in terms of making their lesson plans—while considering the 
official curriculum outline and their school context. Within this context of weaker framing, 
this section analyses the tensions reported by state school teachers and private Islamic school 
teachers respectively. 
State school teachers: having multiple aspects to consider 
The state school teachers reported several relational tensions in preparing and 
implementing their lesson plans. Astuti, who had 19 years teaching experience, spoke about 
the additional aspects that had to be considered: 
In the past we made the lesson plan carelessly, without consideration of our school 
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and school’s values... With today’s curriculum, teachers need to give various reading 
texts to encourage students to read, and to enhance students’ curiosity to foresee the 
ending of stories. As the result, students are more active in the learning processes 
such as discussion and group work; they may work outside the classroom to make a 
description text.     
By Astuti’s account, in contrast to the previous curriculum, teachers needed to be more 
responsive to the local school context, including being more responsive to the students’ 
needs, and the resources and schools’ values. She also reported that, while preparing English 
lesson plans, teachers needed to think about offering interesting teaching materials and more 
engaging learning activities to assist students’ learning. In this way, she reported that she was 
obliged to consider more aspects in her lesson plans than she used to.  
Similarly, when asked what went through her head when she prepared lesson plans, 
Budianti, who had 10 years teaching experience, reported diverse considerations as she 
planned her English lessons:   
Budianti: A lesson plan is a document that guides me in the classroom, especially in 
the process of teaching and learning. Before choosing the values written in the lesson 
plan, I must first consider the teaching materials.   And of course, the teaching 
materials that I choose must reflect the curriculum guideline, students’ interests and 
values of the school. I certainly hope the values I mentioned in the lesson plan will 
affect students’ morals and conduct.  
By her report, SBC gave teachers a relatively higher degree of professional freedom to 
choose their teaching materials. In this way, Budianti could consider appropriate values for 
her classes while choosing the teaching materials. By this account, teachers had more 
responsibility to synthesise the SBC and CE policies in their practice. Compared with Astuti, 
Budianti reported more considerations when planning her EFL lessons. In her interview t, she 
suggested teaching materials had to align with other structural components such as the 
curriculum guidelines, the school where she worked including its values and her students’ 
interests. She also considered values that would enhance students’ morality and behaviour.  
Another teacher, Citra who worked in School 2, also spoke about more layers in her 
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I have a lot of things to consider. From the curriculum point of view, I have to 
understand the content standard, then prepare the syllabus as well as lesson plans. 
We automatically put the content standard as the first consideration.  …. We must 
firstly document this, and then we also look at students’ needs and characteristics. 
Citra indicated the different layered considerations when making a lesson plan, starting 
with the Content Standard or the general outline given by the Education Board before 
preparing teaching materials. Besides the official guideline, Citra also described how she 
considered the local context in terms of students’ needs and characteristics. It was evident in 
classroom observations and her lesson plans that she prepared teaching materials and learning 
activities that met students’ interests through such activities as storytelling and games.  
Another teacher, Dodik, the most experienced teacher in this study, described two 
considerations when preparing lesson plans:   
Researcher: Tell me about how you plan your lesson. What goes through your head? 
Dodik: In preparing a lesson plan, I start from the curriculum or SKL (graduates 
competency standards). With the previous 1994 curriculum, however, we used to have 
GBPP [teaching guide] which provided the teaching materials for teachers. But SKL 
only provides teachers with an outline which includes ‘competence standard’ and 
‘indicators’. Then teachers develop the SKL into a syllabus. We decide on the 
teaching materials and teaching activities at the same time when we are making the 
syllabus. By this stage, we can predict what character/values we want to explore. But 
again, it is merely a general idea. After that, we make a lesson plan. A syllabus is 
different from lesson plans; the former is an outline and the latter is a more detailed 
description. Other information to show in the lesson plan is classroom, time, basic 
competencies and teaching materials. 
Dodik reported that the government’s competency standard was his first consideration 
when developing the term plan into lesson plans. In making lesson plans, he chose the 
teaching materials and teaching activities while thinking about what values to insert. By his 
account, with SBC, the MOEC offered a general outline (in terms of SKL or graduates’ 
competency standards) for teachers to arrange their lesson plans. At this stage, teachers 
decide on teaching materials, more detailed activities, and consider the insertion of pertinent 
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be used in a particular class. It includes information such as what classroom, lesson duration, 
basic competencies to be attained, and what teaching materials are required.    
Although these teachers reported relatively higher degrees of professional freedom to 
develop the curriculum, they all described multiple aspects to consider when preparing lesson 
plans. They reported considerations of different aspects such as the school context and 
students’ needs (Astuti, Budianti, and Citra), the appropriateness of selected values within 
teaching materials (Budianti and Dodik), relevant teaching materials (Astuti, Budianti, 
Dodik), engaging teaching activities (Astuti and Citra), curriculum guidelines (Budianti, 
Citra, and Dodik), and which values to nominate (Budianti and Dodik). Astuti reported her 
ultimate expectation and hope that her synthesis of SBC and CE policy will affect students’ 
morals and conduct. 
 The analysis has shown how teachers working in state schools reported multiple layers 
to consider when preparing their lesson plans. With SBC, they were required to consider 
curriculum guidelines while at the same time, they were also required to consider the 
students’ needs, school context, and design engaging learning activities. Given their detailed 
understanding of what had to be considered, the state school teachers demonstrate their 
position as recontextualising agents who must account for the ORF’s policy in their English 
lesson.  Also, their awareness of the structural and relational aspects in arranging their lesson 
plans, indicates their professional sensibility to consider their local school contexts and 
students’ interests and needs. 
However, despite these multiple aspects and complexity in adapting the ORF’s policy 
into their local contexts, these state teachers did not report any unresolved problem because, 
as mentioned in the Chapter 5, state teachers had been well prepared for the reforms through 
frequent professional learning sessions. when asked whether she had difficulty in planning 
lessons Astuti outlined the  benefits of the professional learning to overcome emerging 
dilemmas: :  
 Alhamdulillah (Thank God!), so far so good, because of the MGMP [Community of 
Practice for teachers of the same subject] teachers can solve their problems. Of 
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the meeting.  Whenever we have difficulties, we have tried to solve our problems 
together.  
Astuti’s report makes it evident that she was not free from dilemmas in making her 
lesson plans. However, since Astuti was included in the CoP meetings organised by the 
educational board, she received ongoing assistance to solve any such problems. By her 
utterance, but on every Tuesday, I meet my colleagues, she described how the support she had 
in the regular meeting was helpful to collaboratively solve any emergent dilemmas.  
In conclusion, state school teachers benefitted from the government’s systemic 
approach and support for professional learning to overcome any emergent dilemmas in 
planning their lessons. More particularly, the weekly meeting of English teachers’ CoP was 
reported as a sort of panacea to help resolving any potential dilemmas. Therefore, teachers in 
this group reported hardly any unresolved dilemmas.      
The following section, however, seeks to understand the process of lesson planning 
experienced by the private Islamic school teachers. As outlined in Chapter 5, this group of 
teachers reported having less opportunity for professional learning than the state school 
teachers had.  More particularly, the section describes how the different professional learning 
opportunities those private Islamic school teachers had led to different dilemmas.  
Private Islamic school teachers: avoiding dilemmas  
In contrast to the state school teachers, most of the private Islamic school teachers did 
not describe layers of considerations when making lesson plans. Only two of these teachers 
reported considerations similar to the state school teachers regarding the development of 
lesson plans: Iffah and Fahmi. In response to my questions regarding lesson planning, Iffah, 
who worked in School 6, responded as follows:  
Iffah: It depends since every classroom is unique ... I apply different methods in 
different classrooms.  
Researcher: How do you decide on your teaching materials? 
Iffah: It must be in line with the curriculum. Although I’m teaching similar topics, I 
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Iffah outlined different considerations in planning her lessons. Besides considering the 
curriculum guidelines, she also considered the uniqueness of each class group. As she 
reported, she considered different approaches were needed for each class. Likewise, in the 
classes I observed, she introduced different teaching materials for different classes although 
she taught a similar topic. However, she did not insert or nominate any values in her lesson 
plan as required by the CE policy (See the summary of class observation in Appendix J). 
Hence, that layer was missing in her professional practice, thus she posed no dilemma.  
Fahmi, who was identified as a curriculum servant in Chapter 5, responded to a 
question about whether he had any difficulties in arranging lesson plans in the following way:  
So far I have not found any difficulty. I pelajari (learn) from my colleagues’ lesson 
plans and cocokkan (adapt) them to my school. Maybe, the problem is too many 
students in the classroom. 
Fahmi reported he had no difficulty in making lesson plans. Instead of copying the 
lesson plan, Fahmi preferred to adapt his colleagues’ lesson plans to his setting. The term 
adapt in this interview acknowledges his effort to make the lesson plans more appropriate to 
his context, that is, through some recontextualisation. Instead of talking about the lesson plan, 
he raised another issue regarding the large number of students in his classes as the more 
relevant thing to address in his planning processes. 
Other private Islamic school teachers reported fewer layers of consideration. In 
response to the interview question about whether she found any difficulty in developing 
lesson plans, Hidayati reported as follows:  
Yes, I did. My lesson plans are copied from my colleagues. I just edit a little. I hardly 
make my own. In the training, I was trained to make lesson plans. But I found it takes 
time to arrange lesson plans. Finally, I decided to “copy and paste” the lesson plans 
of my colleagues. 
In this excerpt, taken from the first interview, Hidayati described how she edited lesson 
plans from her colleagues. However, she did not explain the nature of her editing - for 
example, whether she edited for the content or written expression. In recontextualising CE 
within SBC, her dilemma was between the unrealistic time demands of good planning and 
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that more time was needed to undertake the work of recontextualising the guidelines. Hence, 
when the teacher found not enough time to undertake such recontextualisation, a pragmatic 
coping mechanism offered the best solution for her. Most importantly, my observational 
notes indicated that Hidayati’s lesson plans did not address the CE policy, and there was no 
overt evidence of that policy being implemented during the classroom observations.    
The two other private Islamic school teachers reported that they did not have any 
special considerations or layers in developing their lessons plans. The excerpt from Edi below 
suggests that other private Islamic school teachers reached a similar solution: 
In terms of lesson plans, I did not make my lesson plan. I mostly downloaded from the 
Internet. I am not really sure I could make lesson plans. I mean I feel I am not really 
capable of making lesson plans. Similarly, when I asked my colleagues about how to 
make their lesson plan, they told me that they just downloaded their lesson plan from 
the internet.   
Edi suggested his limited professional capacity was the main problem in lesson 
planning. As outlined in Chapter 5, this limited capacity could be explained by his lack of 
professional preparation and support. Since he just applied the copied lesson plan to his 
setting, he did not describe any further considerations informing his lesson plans. As a 
consequence, the adopted lesson plans did not have any relevance to his context. It is 
recorded in the observation notes that, although Edi started his lesson by introducing his 
students to the list of values nominated in the lesson plan, he neither modelled nor further 
addressed the nominated values in his class. For example, although ‘respect’ was nominated 
as a value to model or to learn, Edi missed opportunities to reinforce ‘respect’ when several 
students went out and came in the classroom without asking his permission while teaching 
and learning was in progress (see Appendix J).  
Gita reported slightly different story. The excerpt below shows her experience with 
lesson planning 
  … I arrange the lesson plan with my colleagues and it takes 2 days. Sometimes, the 
agreement of the group is opposite to mine.  But when we are in the classroom, terserah saya 
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Gita said in the interview that she made the lesson plans together with other EFL 
teachers of her school. However, it is indicated that when she found she disagreed with the 
group she did not use their document for her EFL classes, and preferred to use other people’s 
lesson plans. In her words, I copied the lesson plan from certain sources. This expression 
suggests that there was a supportive context in terms of an EFL teachers group in her school. 
However, her dilemma was in her professional differences with the group. To overcome the 
dilemmas she went elsewhere, rather than produce her own lesson plans.  
The data from these private Islamic school teachers depict three dilemmas the teachers 
could face in developing lesson plans: the number of students (Fahmi); time dilemmas 
(Hidayati); and limited professional capacity (Edi). To resolve their dilemmas, private 
Islamic school teachers sought pragmatic shortcuts through adapting and copying other 
people’s lesson plans for their own setting. Fahmi did not give detailed information regarding 
how he edited other people’s lesson plans for his classes. Edi, Hidayati, and Gita did not 
report any further considerations when they copied other teachers’ lesson plans. Although 
Iffah reported multiple considerations in her lesson planning, she did not mention the 
required insertion of CE values.  
In conclusion, the analysis suggests that lesson planning was perceived and undertaken 
differently by the two groups of teachers. Teachers with frequent guidance and teachers with 
a lack of such guidance constructed dilemmas and resolutions differently in the same process. 
Although the state school teachers considered multiple curricular and contextual factors in 
lesson planning, they did not report these complexities as hindrance because these teachers 
received frequent opportunities and support for professional learning. For example, weekly 
meetings addressed and resolved any possible dilemmas. However, without enough support 
from the government in terms of professional learning (see Chapter 5), the private Islamic 
school teachers perceived a variety of dilemmas as a hindrance to implementing the ORF’s 
policy in the manner intended. The teacher participants described their own way of 
overcoming their dilemmas through a strategy of avoidance rather than resolving the inherent 
dilemmas. These teachers preferred to abrogate their responsibility for recontextualisation by 
copying lesson plans from elsewhere. In this way, by using other people’s lesson plans in 
their setting rather than making their own, these teachers had ignored the philosophy of SBC 
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Islamic school teachers did not perceive lesson planning as an opportunity to develop 
curriculum. 
6.2.2 The presence or absence of teacher dilemmas in nominating values  
This section focuses more specifically on the tensions teachers reported in nominating 
and inserting values for CE into their lesson plans. While the ORF required that lesson plans 
satisfy the SBC reform, the nomination of particular values in each lesson plan was the most 
obvious requirement of the CE policy. Teachers’ dilemmas in nominating these values as 
well as how the SBC reform informed the dilemmas will be explored.  
State school teachers: Holistic lesson plan versus professional preference 
As mentioned in Chapter 1, the Indonesian MOEC stipulated a range of 18 values while 
requiring teachers to nominate then address one to five values in each lesson plan. In the first 
interview before the classroom observations, each teacher spoke about the criteria they 
applied prior to selecting the values for their lesson plans. To a certain degree, the state 
school teachers shared ideas in common; they outlined aspects to consider prior to value 
selection and most importantly, they all described some degree of dilemma.  
In response to the interview question about how she selected values for each lesson, 
Astuti spoke about the multiple criteria she applied:  
It is our authority to choose the values. …  There are 18 values to model but we could 
not just insert them all. We only choose the ones that are suitable with the teaching 
materials. 
Researcher: Apart from the teaching materials, do you have any other thing to 
consider?  
Astuti: Every student has different thoughts and behaviours. I want to teach values in 
accordance with their character or behaviour. Yeah... those values must be suitable 
with the classroom situation, students’ attitudes, and with the topic I teach. 
Astuti argued that there was a high degree of freedom to choose any value appropriate 
for her class. According to her, however, it was impossible for teachers to choose all 18 
values in one lesson plan  In doing so, Astuti outlined three criteria to select values: i) 
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iii) capacity to address the students’ behaviour. In this way, her nomination of values required 
by CE was an additional axis in lesson planning, since teachers had existing lesson plans that 
accommodated topic and teaching materials. By her account, she also sought values that were 
beneficial for her students, particularly what behaviours needed attention.  
In terms of the values nominated, Budianti outlined two main considerations in 
response to the interview questions about how she selected the values for each lesson:   
Budianti: Those values are chosen based on my teaching methods and materials. For 
example, if I asked students to write and retell a story, they have to be “creative”. 
When I ask them to discuss with their peer, they should be “democratic” or regard 
others’ opinions.  I don’t think I prioritize certain values. It is merely because they 
match with my teaching methods and materials. Hence, after I decided the methods 
and teaching materials, I write the values in my lesson plan afterwards. I cannot start 
with values. Teaching methods and materials must be first. It is difficult if I have to 
start with values. If I intend to teach students other particular moral values, I just 
teach the values in the classroom instead, without explicitly writing my intended 
values in my lesson plans. 
Researcher: Have you had any problems or difficult decisions to make?       
Budianti: Very often, I choose only certain values out of the 18 values, not all, 
because some other values might be more suitable to be taught by teachers of other 
subjects. If I found certain values seem strange for English, I would not insert those 
values.  English is more suitable with values such as ‘curiosity’, ‘honesty’, 
‘precision’, ‘love to read’, ‘cooperative’, ‘communicativeness’, and ‘democratic’. I 
believe teachers of other subjects also do the same thing, choosing the values that are 
most suitable with their subjects. And I am certainly sure that the other values will be 
taught by teachers of another subject. .... in my understanding ‘nationalism’ is more 
suitable for Citizenship subject, and ‘religiosity’ is more suitable for Religion 
subjects. 
In Budianti’s understanding, teachers should choose only the values relevant to EFL 
teaching materials and teaching activities, such as those she listed. In this way, she was 
observed to model the values through class activities such as modelling being democratic 
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that could be assigned to a lesson as a challenge, since she could not freely nominate and 
model all 18 values.  
This dilemma was produced by her stronger classification of what values were suitable 
for English lessons. According to Budianti and Astuti, among the 18 values, they only chose 
particular values that related to their English subject. Budianti suggested that she would not 
insert values such as ‘religiosity’ and ‘nationalism’ in lesson plans for English because these 
values were deemed more suitable to be treated in subjects such as Religion and Citizenship 
respectively.  
On this point, it can be concluded that, although the ORF gives teachers relative 
freedom to insert any of the 18 nominated values in their lesson plan, Budianti exerted 
professional discretion about what is appropriate for English lessons. Her stronger 
classification of values led to differences between what she had planned in her lesson and 
what she eventually taught. Besides the values she nominated in the lesson plan, she was 
observed to model or to teach other values.  
In the cases of the aforementioned two state school teachers, the avoidance of 
nominating ‘religiosity’ in their EFL lesson plans was interesting, given their EFL classrooms 
were saturated with everyday religious observance and practices. For these teachers, EFL 
materials did not reflect the mode of religiosity that CE and Indonesia more broadly endorse. 
However, from the fieldnotes taken in classroom observations, these teachers taught their 
students ‘religiosity’ instead (See Appendix J, a summary of teachers’ EFL Classroom 
observation). Budianti, for example, said the above excerpt, ‘If I intend to teach students 
other particular moral values, I just teach the values in the classroom instead, without 
explicitly writing my intended values in my lesson plans’. In this way she later made some 
improvisation to enable her to insert ‘religiosity’ as her professional preferred value in her 
EFL classes. Thus improvisation offered one way to resolve her dilemmas and tensions 
regarding the stronger classification of values, more particularly what constituted appropriate 
and inappropriate values for EFL lessons.  
Like Astuti and Budianti, the other two state school teachers, Citra and Dodik, also 
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materials and the EFL classroom activities. Citra responded to my question about what 
criteria she used to choose any values in her lesson plan as follows:  
I usually choose the values that suit the teaching materials and class activities. In 
teaching speaking skills, the values that can be taught and assessed are usually ‘self-
confidence’ and ‘politeness’.  Also, by asking students as a group to make a dialogue, 
I may teach more values than those nominated in the lesson plan. By this way, I 
inevitably teach ‘cooperativeness’ as well. 
According to Citra, she considered the teaching materials and classroom activities 
before nominating particular values. To be clear, she indicated that she did not teach the 
values separately from the other learning activities, but embedded the CE ideas in classroom 
activities. In this case, her utterance ‘I inevitably teach cooperativeness as well’ refers to the 
incorporation of moral values in the RD. Her example demonstrates how, when teachers 
teach as well as model the values through the pedagogic discourse, there is a blurring of ID 
and RD and the possible of instilling the values through both aspects of pedagogy. Teachers 
could teach nominated values as well as other important values through the ongoing RD.       
The search for coherence and relevance between teaching materials and values is also 
explained by Dodik in the excerpt below in response to the same question:  
Dodik: I cannot write such values in my lesson plan to which the teaching materials 
are not relevant. That’s why sometimes I also teach many values other than those 
nominated in my lesson plan. For example, although I did not insert the 
‘independence’ value in my lesson plan, I taught the values when I found children 
borrowing stationery from others without asking permission. Very often, borrowing 
stationery becomes a problem in the class. Here, I told students verbally the 
importance of being independent, that is, buying their own stationery. 
Researcher: can you tell me more about ‘the relevance’? 
Dodik: ... For example, if the materials are reading texts, then teachers are required 
to use certain approaches such as pre-reading, reading, and post reading. So there 
must be such strategies, for example, when a teacher groups students, he has to find 
the character or values that will be modelled in this activity, such as, 
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Dodik suggested that lesson plans should be coherent, in that there must be agreement 
among its components, including between teaching materials, teaching activities and the 
nominated character education values. He attempted to model the nominated values through 
class activities. However, he reported dilemmas that stemmed from his stronger classification 
of what constitutes appropriate values. Despite the prescriptive policy, he decided to teach 
other values beyond those relevant to the teaching materials in his EFL classes through the 
act of reprimand to discipline students. For example, Dodik made links to the value of 
‘independence’ whenever he found students using peers’ stationery items without the owners’ 
permission, even though ‘independence’ was not nominated in his lesson plan. In this way, 
besides relevance, Dodik reported that he might incidentally choose other values depending 
on the opportunities that arose in class.  
Therefore, this teacher preferred to both model and to teach the values. The former was 
indicated by the infusion of the nominated values through his EFL teaching materials (ID) 
and design of class activities (RD). The latter was achieved through his improvisations in 
terms of reprimands or teaching his students explicitly the importance of certain values at 
opportune moments. His lesson planning sought coherence between ID and RD, while the 
reactive work of this teacher in classes was about connecting what values he found important 
to ID, as well as addressing RD trouble.  
Hence, all the state school teachers reported ID coherence as the deciding factor for 
selecting values in their lesson plans. Some teachers, Citra and Dodik for example, would 
also insert specific values that aligned with the teaching materials and classroom activities. In 
this way, they aimed to transmit the values implicitly, as an invisible pedagogy, through what 
Bernstein (2000) would term the RD—through the design of classroom activities. The ID 
relevance between values with teaching materials in the existing lesson plan leads to the state 
school teachers’ dilemmas since they demonstrated stronger classification in their 
construction of values relevant to their subject, and other values more appropriate to other 
subjects. As a consequence, the state school teachers were prepared to make improvisations 
to enable them to teach and model other values in their EFL classes. With some 
improvisations, teachers such as Astuti, Budianti, Citra, and Dodik reported their choice to 
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the values in the written lesson plans. To understand why such improvisations occurred in 
their classes, the following discussion with Astuti explored the teachers’ informing beliefs.  
When asked to name her professionally preferred values, Astuti explained as follows:  
Astuti: ‘Religiosity’ {pause} and ‘honesty’. Although I did not put them in my lesson 
plan I implicitly teach these values in my classes. Students should be honest, 
especially when they have to work on tasks individually, that is, not to cheat. For 
‘religiosity’, we always model it through our daily activities. For example, teachers 
greet the classes with Assalamualaikum warahmatullahi wabarokatuh [Arabic 
language for May God gives you safe, bless and goodness] rather than Selamat Pagi 
[Indonesian greeting for Good Morning]. Before commencing the classes, I always 
read Alfatihah [an opening verse of Quran].  We always recite Al Qur’an verses in 
the morning. Before we finish our schooling, we pray like good Moslems usually do 
and recite the short verses of Qur’an.    
Researcher: Can you explain more about why ‘religiosity’? 
Astuti: I think we need to introduce religiosity from childhood, whatever the religion 
they have, to avoid kemerosotan moral (moral erosion). Now, there are more and 
more anak yg nakal sekali (very naughty/problematic children). Hence, we need to 
teach them about religion. That is why they are accustomed to recite Qur’an, {pause} 
to make them familiar with it. Many Muslims do not understand the core value of 
Islam; I think it is important to introduce such habits to the children.   
Astuti reported that, among the 18 values offered by the ORF, she tended to favour the 
values of ‘honesty’ and ‘religiosity’, although she did not nominate these values in her 
written lesson plans. By her report, she considered religious morality, as modelled in her 
English classes, as the answer for curing what she perceived to be the youth’s kemerosotan 
moral (moral erosion). To do so, she reported that she started her English lessons by greeting 
her students with such religious meanings. More importantly, the public school in which she 
worked required its students to recite Holy Qur’an verses before they departed in the 
afternoon. These ritual activities were conducted by teachers and students. 
Astuti’s expressions such as to accustom and important to introduce such habits 
indicate the use of ‘religiosity’ as moral training in her classes. By her reports the values of 
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promoted by the school community. In this way Astuti’s aspiration for prioritising 
‘religiosity’ is endorsed by her school.  
A similar stance was reported by Budianti in response to my question of what value she 
prioritised:  
Budianti: The value that I always want to teach is religiosity, honesty, discipline, 
hardworking,  and independence {pause} and also friendly, respectg their friends, not 
mocking each other.  
Researcher: So, what values do you want to teach most? 
Budianti: Religiosity. I always teach religious values in my classes. Religiosity is not 
merely asking them things such as “you should perform prayer!” Religiosity is 
broader than that. If students ignore shalat (Muslim’s prayer), they might 
automatically ignore their parents. Being polite, obeying parents are sort of religious 
values. We can use any occasion to teach religious values. I think teaching those 
values in classes is more effective than when we have to just write the values in our 
lesson plan.   
Reseacher: Why have you never listed ‘religiosity’ value in your lesson plan?  
Budianti: Because, I always teach religiosity in my classes. If I had to write this value 
in my lesson plan, I would feel worried that I am teaching religiosity too often. 
On one hand, Budianti reported that she would not insert ‘religiosity’ in her lesson 
plans because it was deemed not suitable to the English subject. Despite her argument, she 
described her commitment to teach ‘religiosity’ mostly, because she considered ‘religiosity’ 
to be very influential in promoting acceptable student conduct. For her, teaching values of 
‘religiosity’ in her EFL classes was an effective way to improve students’ broader morality 
since religious rituals like prayers could enhance students’ obedience to parents and 
politeness. In this way, Budianti revealed that she explicitly taught the values of ‘religiosity’ 
in her EFL classes. However, her intention to always teach ‘religiosity’ led to her dilemma 
related to the intensity of religious values in her EFL classes. For that reason, she would not 
insert the ‘religiosity’ in her lesson plans because–as she said in the last sentence—she did 
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As outlined in Chapter 4, Astuti and Budianti were both female Moslim teachers. They 
had ideas in common regarding the importance of teaching or modelling ‘religiosity’ in their 
EFL classes. The following excerpts taken from Interview 2 with Citra, the only Christian 
teacher in the sample, she demonstrated a similar commitment to infusing ‘religiosity’ in her 
teaching: 
Researcher: You taught students with various methods, and I saw you repeatedly 
reminded them about the importance of love. Can you tell me about this? 
Citra: I think everyone needs to love others, love his [sic] God. That’s good if I 
always remind them about this. For me it is very fundamental. When we do anything 
because of love, the world must be very beautiful. 
Researcher: We could not find ‘love’ in the list offered by the government. Is ‘love’ 
your own preferred value? 
Citra: Yes, it is. It may be because I am a Christian. Our fundamental principle is 
‘love’; love for God, and love for other human beings. In my view if all mankind did 
everything for love, the world will be peaceful; no one would think about himself.  
Researcher: Can you tell me any values other than the government values you want to 
add? 
Citra: Love, tolerance, I think those values are very important to teach in today’s 
situation.  
Citra gave her reason why she always taught the value of ‘love’, although she did not 
nominate this value in her lesson plans. For Citra, loving God and humanity was the 
‘fundamental’ value to teach. By her report, her Christianity informed her practice to always 
teach this value in her EFL classes. In the last sentence of this excerpt, she offered her 
rationale in promoting peace and tolerance, as a response to the current situation in her 
society. Hence, her response to current social problems accords with the government’s 
rationale behind the CE policy. Citra was using her recontextualisation opportunity in a very 
similar way. 
Dodik, the male teacher in the state school sample, also highlighted the importance of 
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Dodik: I personally, and it is commonly believed that students’ strong faith will 
inevitably guide whatever students do.  With iman yang kuat (strong faith), their 
attitude must be good and honest. And now I focus on honesty because I notice our 
nation suffers from transgressions done by our leaders. I think there must be 
something wrong with our education. I tend to stress ‘honesty’ also ‘respect’ as I 
notice corruption cases and a lot of internal conflicts around our societies. 
Similarly, Dodik argued that a stronger faith or value of ‘religiosity’ would be the 
answer to the growing of problematic behaviour. Like Citra’s idea of today’s situation, Dodik 
was also concerned about the moral state of the nation and this shared concern has energised 
these teachers to recontextualise the CE policy. In addition, Dodik made his own diagnosis of 
what was needed to overcome the nation’s problem. He was holding the education system to 
blame, an opinion that also cast teachers as important social actors.   
In conclusion, the state school teachers were not free from dilemmas, although they 
maintained strong classification about curricular values being either appropriate or 
inappropriate to EFL lessons. Reports from the three state school teachers indicated that there 
were competing forces resulting in some degree of professional dilemmas when planning and 
teaching EFL classes. Besides choosing appropriate values for EFL, these teachers sought to 
incorporate ‘religiosity’ across their classes. All state school teachers in this study agreed that 
‘religiosity’ offered a solution to current social problems, such as immature behaviour 
(Astuti), disrespectful behaviour (Budianti), internal conflicts (Citra), and corruption (Dodik). 
Therefore, there were two rationales why the state school teachers intended to infuse value of 
‘religiosity’ in their EFL classes: as their own personal premises and as an active response to 
society more broadly. Personal premises dominated Astuti’s and Budianti’s accounts, as they 
believed that values of ‘religiosity’ would promote more acceptable conduct. The response to 
social ills informed Citra’s and Dodik’s accounts, because they perceived value of 
‘religiosity’ could help cure the society’s larger problems such as internal conflicts and 
corruption.     
Given different layers of dilemmas between what they perceived as suitable curricular 
values and their own prioritised values, they reported different resolutions. Budianti reported 
her intention to also add values of ‘religiosity’ in her EFL classes without naming it in her 
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the values in her lesson plans. Astuti reported her approach of an implicit pedagogy infused 
with ‘religiosity’. Meanwhile, Dodik did not report that the value of ‘religiosity’ emerged in 
teaching and learning, beyond the religious ritual activities promoted by the school. Hence 
there was also a degree of dilemma when the teachers decided how the values were to be 
connected with SBC’s consideration of local context.  
Based on the teachers’ interviews and class observations, all state schools in the sample 
displayed a similar pattern of religious rituals. As Astuti and other teachers explained, 
students were required to recite Holy Qur’an verses in the first session and to pray before 
leaving classes for home. Table 6-1 summarises how the value of religiosity was evident in 
the sampled schools and English classes:  
Table 6-1 
Religiosity in state school and English classes 
 
School  Teachers  Schools’ religious rituals  Religiosity in EFL classes 
School 1 Astuti students recited Qur’an verses in the morning, 
students prayed before leaving for home 
Teaching implicitly such as  
starting the lesson with Islamic 
greetings  
School 2 Budianti students recited Qur’an verses in the morning, 
students  prayed before leaving for home 
implicit and explicit 
School 3 Citra  students recited Qur’an verses in the morning 
(Bible for Christian students), students prayed 
before leaving for home 
Teaching explicitly 
School 3 Dodik  students recited Qur’an verses in the morning 
(Bible for Christian students), students prayed 
before leaving for home 
No report  
 
From Table 6-1, the intrusion of ‘religiosity' was evident in the sampled state school 
teachers’ EFL classes. First, the schools had certain approaches to promote ‘religiosity’ in 
learning activities: conducting ritual activities before and after activities. Additionally, Citra 
explained how School 3 organised Christian students in a different place in the morning for 
reciting the Bible. Secondly, most of the sampled EFL teachers also reported that they taught 
(visible pedagogy) or modelled (invisible pedagogy) ‘religiosity’ in their classes. Hence, the 
value of religiosity was systemically supported in the sampled state schools. The 
phenomenon was not inevitable but it was facilitated by SBC that required staff in every 
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community at large. Since the sampled schools were established in a Muslim dominated 
community, the state schools accommodated Muslim values accordingly. Using Bernstein’s 
terms, the weaker framed SBC in Indonesia offered greater freedom for state school 
principals and teachers to develop the OFR’s curriculum, in accordance with the school 
context and the teachers’ preferred professional values respectively.   
Drawing on teachers’ separate accounts, it seems the CE policy did not change the 
teachers’ practice significantly since teachers could still use their existing lesson plans.  The 
ORF’s requirement of inserting values in the lesson plan served to remind teachers of the 
moral content of the teaching materials and the moral codes underpinning learning activities 
in their EFL classes. In this way, although the weaker framed SBC gave the teachers more 
freedom to select at their discretion, teachers applied a stronger classification to the ORF’s 
values in terms of what values were judged appropriate to their EFL teaching materials. As a 
consequence, the stronger classification of values produced dilemmas for the teachers when it 
came to including their own prioritised values that were perceived as not suited to the EFL 
teaching materials. As a result, teachers attempted to resolve their dilemmas in different 
ways. Three teachers preferred to make improvisations based on the opportunities they had, 
while others relied on the schools’ routine religious rituals. 
Hence, there are two zones of possibility for the infusion of ‘religiosity’ in EFL classes: 
the deeper systemic RD and the more reactive RD in state school EFL classes. The systemic 
RD refers to the ritual activities offered by school. The reactive RD is when the state school 
teachers use the teachable moment as an opportunity to model or teach values of ‘religiosity’. 
The following section will analyse how the private Islamic school teachers reported their 
dilemmas in nominating the stipulated values in their EFL classes.      
Private Islamic school teachers: struggling with work conditions outweighs dilemmas 
in selecting values.  
As outlined in Chapter 5, the working conditions for the private Islamic school teachers 
created the impossibility of fulfilling the ORF demands, that is, the combination of work 
conditions and curricular reform created a dilemmatic space for these teachers. The lack of 
support from the ORF and PRF1 in terms of professional learning opportunities contributed 
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values in classes. This section presents how these different professional entitlements 
produced the teachers’ dilemmas.    
Only one teacher, Fahmi, expressed concerns similar to the state school teachers’ 
arguments. In the excerpt below, he responded to a question regarding his process for the 
selection of CE values: 
Fahmi: For my lesson plan document, I selected the values which are suitable with 
the theme or topic I teach. …  
Researcher: Do you have any difficulty in choosing the values to insert in your lesson 
plan?  
Fahmi: It is only for administrative compliance, so we can only predict what the 
appropriate values would be. But, in the classroom, it might be different from what I 
have planned 
Researcher: So, does it mean you don’t have any difficulty?   
Fahmi: No, I  don’t.   
Fahmi explained his consideration of the lesson topic or theme when selecting the CE 
values in advance. However, the administrative requirement of lesson plan arrangement was 
merely a matter of compliance for him, since he reported different practice from what was 
documented in his lesson plans. By this report, he was not overly bothered with the 
consistency of what values to insert in his lesson plan. He was also not bothered with what 
values to model or teach in classes. Theoretically speaking, Fahmi recognised a discursive 
gap when recontextualising the CE policy in his classes.    
Other private Islamic school teachers spoke of different experiences. Edi, who used the 
copied lesson plans, did not report any additional considerations. He responded to a similar 
question as follows: 
The values are already available in the lesson plans that I downloaded from the 
internet. I do not make any change to it. If I added other values, it would even make 
me pusing (dizzy/confused).  I prefer the easiest way; I don’t want to be bothered with 
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Edi did not change the lesson plans that he copied from other resources. He believed 
that any adaptation would overcomplicate the process. By this account, he used the copied 
lesson plans in his context without any process of adaptation or contextualisation.  
The three other private school teachers similarly did not report any considerations in 
their process of value selection, because, as outlined in the previous section, they copied their 
lesson plans from others. Most importantly, the implementation of CE was not evident in 
their lesson plans. In response to the same question, these teachers explained the process of 
lesson planning rather than addressing the focus on value nomination, such as Gita’s excerpt 
below: 
Researcher: Do you have any difficulty in choosing the values to insert in your lesson 
plan? 
Gita: Yes, I did, often. The lesson plans were made in the beginning of the year, I 
mean in each semester. I arrange the lesson plan with my colleagues and it takes 2 
days. Sometimes, the agreement of the group is opposite to mine.  But when we are in 
the classroom, terserah saya (it is my choices). … 
In this excerpt, Gita did not report any particular experience regarding a tension or 
dilemma in value selection. Rather, she spoke about her experiences in making lesson plans 
which sometimes resulted in having disagreements with her colleagues. Her last comment, ‘It 
is my choices’, indicated her understanding that it is her choice whether she would or would 
not follow the lesson plan in her classes. This disconnection between the official plan for 
compliance and the enacted curriculum was typical amongst the private Islamic school 
teachers. 
Preparing lesson plans is required of teachers under SBC, while inserting values into 
the existing lesson plans is one requirement under CE. However, most teachers working in 
the private Islamic school sector did not report any considerations about selecting values in 
their lesson plans. Only Fahmi made reference to selection based on the lesson theme or 
topic. Another teacher, Edi, reported that he did not have any such consideration as long as he 
adopted copied lesson plan for his classes. Meanwhile, Gita, Hidayati and Iffah, whose lesson 
plans did not refer to the ORF’s stipulated values, were more concerned about their 
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In sum, contextualised lesson planning—as required by SBC – had to first be in place 
to enact the CE policy. When the private Islamic school teachers (Edi, Gita, Hidayati, and 
Iffah) did not report any dilemmas in the prerequisite requirements, or did not consider lesson 
planning as an important process of SBC, they inevitably did not report any dilemma in the 
process of CE such as value selection. In addition, CE was recontextualised in a very 
practical way by these teachers; using and adapting other teachers’ lesson plans to their 
setting respectively.  
The previous sections have presented the presence of dilemmas perceived by teachers 
working in state schools and private Islamic state schools. The state school teachers reported 
more dilemmas in lesson planning and values selection than the private Islamic schools 
teachers did. As a consequence, the two groups of teachers displayed different approaches to 
their work of recontextualisation. Despites their dilemmas, the state school teachers preferred 
to meet the ORF’s curriculum guidelines by choosing the appropriate values for the EFL 
subject, while also attempting to accommodate their professional preferred values. Thus the 
state school teachers reported improvisations to incorporate the value of ‘religiosity’ although 
it was not nominated in their lesson plans.    
Lesson planning and nominating values were the ORF’s required professional activities 
prior to classroom enactment. In these phases, teachers were expected to exert their 
professionalism to prepare the EFL lesson—including the relevance between teaching 
materials, teaching activities and the nominated values. The following section analyses 
teachers’ reports regarding their dilemmas when implementing the CE policy in classes. 
6.2.3 Teachers’ dilemmas when implementing CE in English classes 
As outlined in Chapter 5, most of the state school teachers acted within the theoretical 
category of curriculum developer while the private Islamic school teachers tended to act 
within the theoretical category of curriculum absence. This section, however, seeks to 
understand the state and private Islamic school teachers’ dilemmas in recontextualising the 
CE policy in classes since all sampled teachers reported their understanding and support for 
the policy. To explore whether the two different teaching workforces shared similar or 
different dilemmas, this analysis presents the experiences of state school teachers and private 
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State school teachers: dilemmas in modelling, internalization and assessment    
Besides expressing dilemmas in lesson plan arrangements and values selection, state 
school teachers also reported dilemmas when it came to recontextualising the CE policy in 
their classes. They spoke about their dilemmas in how to model or teach, and assess the 
nominated values as well as dilemmas around whether the students internalise the values. 
Prior to exploring state teachers’ dilemmas in implementing the character education policy, it 
is important to recognise that state teachers understood the ORF recontextualisation 
guidelines. In this way, despite explicitly inserting values in their lesson plan, they were also 
encouraged to model the nominated values rather than to teach the values explicitly. Citra’s 
excerpt below is representative of the state school teachers’ understanding of character 
education implementation in classes:  
Researcher: What about character education policy? 
Citra: Actually, we had implemented it a long time ago, but it was implicitly. With this 
reform teachers have to deliberately mention the values in lesson plan, but they must 
be integrated into teaching learning activities. 
Citra and other state teachers understood that the reform forced teachers’ awareness of 
the importance of modelling values. By her report, although teachers were required to insert 
certain values in their lesson plan, they were also expected to model the values through class 
activities.  
A dilemma in enacting the CE policy in classes was reported by Budianti. When asked 
whether she had any problems or difficulties in implementing the CE policy in her English 
classes, she responded as follows: 
... The difficulty is because teachers cannot teach all the 18 values, and also the way 
of teaching values is somehow challenging. For example, I could not teach explicitly 
the value of ‘democratic’. I am not saying this word in the classroom explicitly, but by 
asking students to have discussion with their peers. I don’t need to tell students that I 
will teach ‘democratic’ value. Also, sometimes I intended to teach a value that was 
not suitable to English or with the list offered by government. Very often, what I had 
planned is not implemented in the classroom. Sometimes, I have Plan A, for example, 
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Budianti reported a number of difficulties in enacting the curricular values. By her 
account, CE was better implemented implicitly via what could be considered an invisible 
pedagogy. The invisible pedagogy required teachers to consider strategies to model certain 
values through the activities in an EFL class, such as modelling ‘democracy’ through group 
discussion rather than merely telling students about the value of ‘democracy’.  Another 
tension was when she started to think about teaching the additional values that she 
professionally considered important. As outlined in the previous section, this teacher 
preferred to make some improvisations to overcome this dilemma, by saying, ‘…we can use 
any occasion to teach religious values. I think teaching those values in classes is more 
effective than when we have to just write the values in our lesson plan’. The additional values 
created Budianti’s dilemma regarding the gap between what she planned and what she taught. 
Astuti was also concerned about the slippage between the planned and the taught. As she 
said, ‘…the problem is in the lesson plan. Sometimes we could not finish as we had planned’. 
On this point, in contrast to some of the private Islamic school teachers who perceived lesson 
planning as a matter of compliance (see Section 6.2.2), for the state teachers, their planning 
was their intention. 
 Likewise, my fieldnotes recorded Budianti’s intention to teach such additional values 
in the observed classes. Firstly, she reminded students to perform their prayers on time (Class 
3). Secondly, through the moral of a story, she repetitively asked her students to respect their 
parents, although she had not inserted the ‘respect’ value in her lesson plan (Class 1). In her 
second interview, she expressed the opinion that respecting parents is part of the values 
reflecting ‘religiosity’. In addition, she used any opportunity to teach ‘religiosity’ such as in 
the following dialogue recorded between teacher and students (Class                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                
1). The dialogue took place after students read a non-religious text of an Indonesian 
traditional story. 
Budianti: “What you can learn from the story is, if you want to be clever and 
successful student, what do you have to do?” 
Class:  “Study hard.” 
Teacher: “Only that? What else?” 




Chapter 6:  Data Analysis: Presence and absence of teachers’ dilemmas with moral curricular reform in Indonesia   
 
  
Budianti: “Exactly, pray to Allah (God) and study harder.” 
The dialogue between Budianti and her students exemplifies her infusion of 
‘religiosity’ into her English classes. Although the story they read did not mention any 
religious moral value, this teacher reminded her students to not only work harder but also 
pray to God in order to be successful students. In this way, she sought to explicitly teach her 
students about the importance of God in their life.  
Dodik also spoke about dilemmas in modelling or teaching morality to students. As 
outlined earlier in Section 6.2.1 he sought to align the selected values with his teaching 
materials. In this way, Dodik raised two problems: (1) he found modelling values through a 
learning activity was challenging; and (2) he then had no way to measure the effectiveness of 
the invisible pedagogy of modelling values, as reported in the excerpt below:  
Dodik: I don’t have particular difficulty in deciding what value to insert, but I find 
difficulty in how to internalise values in students’ heads through the learning 
activities. And, how do I sum up on whether those activities influence students 
behaviour? 
By Dodik’s report, besides difficulties in modelling the values though classroom 
activities, he was not able to ascertain if the values were successfully learnt or otherwise. 
And, he was not able to assess whether the learning activities had positively affected 
students’ behaviour. In this case, modelling as an invisible pedagogy for instilling values left 
questions in Dodik’s head around whether students would recognise and realise that they 
were learning values while doing such activities in classroom.  
Similarly, Citra had another question regarding the implementation of the CE policy in 
her classes. In response to a question regarding the choices she made about implementing CE 
in her EFL classroom and whether she had any problems or difficult decisions to make, she 
explained:   
Yes I do sometimes, especially in the administration process. Because the school 
supervisors are usually not EFL teachers, they required me to write the intended 
values explicitly in my lesson plan from ‘lesson objective’ to ‘assessment’. Hence, the 
values need to emerge in ‘assessment’ as well. This makes it difficult for us. 
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wrote them in the ‘lesson objectives’. However, it will be challenging if I should insert 
these values in ‘assessment’ column. How will teachers assess students’ ‘care’? In 
Indonesia, the administration process is considered important.  I think we should not 
be that explicit. I mean we do not need to expose the values as that detail. From the 
stories, students may learn ‘care’, not being arrogant and so on. But when we have to 
put these values in assessment, it gets difficult, and for example, how will we 
recognise their ‘religiosity’? How to assess their ability to cooperate with others? 
And, how do we know they care for others? By keeping an eye on their behaviour? 
And then we are also required to make such a description about ‘cooperativeness’. 
So, what will be the criterion for being cooperative? 
Citra questioned the appropriateness of administrative requirements associated with the 
CE policy, especially when she was required to also address the nominated values in the 
assessment rubric. According to her, values are abstract notions so she felt she could not 
assess students’ acquired values. In her examples she felt she had no strategy for assessing 
students’ ‘care’, ‘cooperativeness’ or ‘religiosity’. She queried the possibility of a valid and 
rigorous assessment for these abstract concepts. 
To summarise, the reports from the state teachers above illustrated four dilemmas 
regarding the implementation of character education in their classes: i) the gap between what 
was planned and what was taught; ii) how to ensure students recognise the learnt curricular 
values; iii) whether to teach or model the values; and iv) how to assess students’ learning of 
the values. The first dilemma emerged when teachers found a difference between what they 
had planned and what they taught in classes. The state school teachers reported their regrets 
regarding the slippage, and found it problematic. Hence, for the state school teachers, 
planning was not just 'to be seen' for compliance, but it was very much of their intention. The 
second dilemma, how to make students realise and recognise that they were learning certain 
values, was touched on by Dodik and Citra. In Bernstein’s theoretical terms, this concern was 
whether students were acquiring both rules of recognition and realisation in regard to the 
nominated values. From the observed classes, all sampled teachers preferred not only 
modelling the inserted values but also teaching the values explicitly. Dodik elaborated on the 
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Researcher: I also noticed that you spoke and reminded your students of the 
importance of being respectful to other people’s opinion while making them into 
groups. What is your thinking behind this? 
Dodik: Actually all teachers have similar purposes in grouping students. But they 
have to always tell their students as well. Yes, that’s why I tell the class….   
To answer question regarding his choice to explicitly teach ‘respect’, Dodik notified 
that he and all teachers had a particular purpose behind grouping students but also chose to 
name and reinforce the ‘respect’ value explicitly in order to make the intended values more 
visible for students. Otherwise, he could not be sure whether students would recognise the 
values underpinning the group discussion activities. His pattern of resolution therefore was to 
reinforce the invisible pedagogic design with a complementary visible pedagogic design.   
The second dilemma leads to the third dilemma—dilemma on whether to teach or 
model the values. Teachers working in state school in the sample wondered how to 
effectively model and teach the values in classes. Dilemma on whether teaching or modelling 
the values in EFL classes, is the dilemma which could be termed as between visible and 
invisible pedagogy for values education. This dilemma had set up a lens on the other 
dilemmas. Invisible pedagogy fails to make explicit the criteria that would help students 
acquire the rules of realisation for what constitutes a legitimate performance and help 
teachers to assess the learnt values.   As a result, filednnotes recorded that all the state school 
teachers adopted a similar approach combining invisible and visible pedagogy. Astuti 
reminded her students of the importance of ‘responsibility’, while asking her students to 
finish their work (Class 2). She also reminded her students to have ‘courage’ when asking 
them to present their work (Class 1). Citra used a similar approach when she mentioned and 
reinforced the value of ‘love’ (See Appendix J, fieldnotes taken from each teacher’s observed 
classes). 
The last dilemma is related to the assessment of CE values. Citra and Dodik reported 
that they did not understand how any changes in students’ behaviour after learning the 
nominated values could be assessed. According to Citra, values and behaviour were so 
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learning. By her account, she sought to engage with the complexity of the CE requirements 
and raised a substantial philosophical issue – can everything that is taught be assessed? 
In conclusion, all the state school teachers reported some degree of dilemma around 
their implementation of the CE policy in their classes and gave a sense of their attempted 
resolutions to these dilemmas. As a strategy to insert their personal priority in values, 
teachers used the discursive gap offered in processes of recontextualisation to make some 
improvisations beyond their lesson plans in classroom (as outlined in 6.2.2).  In terms of 
modelling values, teachers designed different class activities to enable them to instil values 
through the RD of those activities. However, to assure value learning, teachers applied not 
only an invisible pedagogy, but also moments of visible pedagogy in terms of a mini lesson 
within the EFL lesson to highlight and explain the importance of, for example, ‘respect’ and 
‘religiosity’. The dilemmas around whether and how to assess students’ learning of the 
selected values, however, remained unresolved. Hence, the state school teachers, as 
curriculum mediators, are wrestling with challenges in their recontextualisation of the CE 
reform. The following section describes possible dilemmas for the private Islamic school 
teachers in their differently configured work conditions. 
Private Islamic school teachers: The gap between lesson plans and classroom 
practise  
As outlined in Section 6.2.2 the private Islamic school teachers did not report any 
dilemmas regarding values nomination or their insertion in lesson planning. Two of them 
reported less effort and three of them avoided any effort to recontextualise the CE policy 
when preparing their lesson plans. This section explores the possible dilemmas or problems 
encountered by private Islamic school teachers when implementing the policy in their EFL 
classes.   
Two private Islamic school teachers whose lesson plans reflected the CE policy (Edi 
and Fahmi) were asked whether they encountered any dilemmas in the implementation of CE 
in classes. They reported similar experiences to those reported by the state school teachers in 
terms of implementation: a discrepancy between the nominated values and what to model in 
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Researcher: Do you have any difficulties in implementing character education?  
Edi: As I said, I only copied the lesson plan from the internet. But I also consider my 
students, whether such materials are suitable for my students or not. Therefore, 
although I kept the existing values in the lesson plan, I might not model them in my 
classroom.   
Since he acquired lesson plans from the Internet, Edi did not report any particular 
dilemmas in the process of values selection. As a consequence, when he found the lesson 
plan was not applicable in his classes, he ended up not modelling the adopted values in his 
EFL classes. Edi further explained the reasons why he left the planned curriculum 
unimplemented:  
Researcher: How can you model “honesty” in your English classroom?  
Edi: I realise, I could not model this to my students.  I don’t know how to implement 
this to my student. This value was inserted in my lesson class for compliance; because 
it is required by MOEC. Assessing people’s behaviour takes a long time. I could not 
make such assessment as well.  
In this excerpt, Edi confessed that he did not understand how to model or assess the 
values. Further, he frankly described nominating values as a matter of compliance but also 
indicated that the assessment of an abstract concept—such as people’s honesty—would take 
time.  By this report, he reasoned that there was no problem if his enactment of CE just met 
the administrative requirement for the MOEC.  
Working under such unconducive conditions, Edi chose to implement CE in a certain 
way.  In the observed classes, he began his classes by articulating the objectives of teaching 
and learning, including the nominated values to be learnt by the students. However, instead of 
modelling or teaching values such as ‘trustworthiness’, ‘respect’, ‘diligence’, ‘responsibility’, 
he proceeded to teach  different values. Edi often gave opportunistic speeches about the 
importance of ‘politeness’, ‘religiosity’ and ‘cooperativeness’ when a teachable moment 
arose. In this way, CE was implemented as a visible pedagogy, but in a more vicarious, 
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Another approach to teaching values taken by Edi was in selecting teaching materials 
that reflected the intended values. When asked about his thinking behind this strategy, he 
explained as follows:  
 Researcher: I saw you giving a descriptive text by which you modelled a mother who 
loves to read Holy Qur’an. What is your thinking behind this?  
Edi: I made the text. My purpose is students will copy the actor I described in the text: 
A mother who loves reciting Quran, loves going to a Mosque. I also have another 
important purpose with this text: students remember their mother. Students in their 
teenage years often fight with their mother. I want to remind them about how deep 
their mother’s love is.  As Moslems, we believe that surga di telapak kaki ibu (the 
heaven is under your mother’s feet).  We have to revere our parents. I want them to 
bear this in mind.    
In this excerpt, Edi described how he purposefully prepared teaching materials for his 
EFL classes that contained and promoted the value of ‘religiosity’. According to him, 
modelling the value of ‘religiosity’ through teaching materials enabled him to nurture this 
value in his students. By this report, instead of modelling and teaching the values in 
accordance with his copied lesson plans, he preferred to teach his own values. Despite 
nominating different CE values, his explanation indicated that the SBC enabled his practice 
in terms of choosing teaching materials that reflected both the Islamic school context, and his 
prioritised values. Theoretically speaking, Edi used the weaker framing of SBC as a rich 
opportunity to incorporate values of ‘religiosity’ in his EFL classes. The CE policy informed 
his awareness of instilling values in his EFL classes. This rich practice coheres with the spirit 
and intent of both the SBC and the CE reforms although this practice was not reflected in his 
documented lesson plans.  
A mismatch between lesson plan and classroom practice was also reported by Fahmi, 
who was categorised as a curriculum servant. When asked about his experience in 
implementing CE in EFL classes, he reported as follows:  
Fahmi: So far I did not find any difficulty, maybe the problem is too many students in 
the classroom. ... My implementation in the classroom will be different with what I 
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Further he has criteria in his head prior to implementing CE in EFL classes, as he 
reported: 
 … For modelling and teaching those values, however, it depends upon the condition 
of students. When I teach in the very last sessions, I could not model those values 
because the students have fallen asleep. I may model the values in the morning 
sessions. For example, I usually put students into groups in the morning as the topic 
supports doing so.  In the last sessions, students are no longer energetic, that is why I 
will not model those values in the afternoon sessions.  
In the above excerpt, Fahmi reported classroom conditions that at times made 
implementing CE in his EFL classes impossible in his opinion. In terms of the discrepancy 
between what he planned and what he implemented, he reported not implementing his lesson 
plans in EFL classes when the students were not amenable. In other words, because of his 
understanding that CE must be implemented through classroom activities such as group 
discussion that are designed to model the values, he perceived a dilemmatic space, especially 
when his students were less enthusiastic to engage. By his report, however, he resolved the 
dilemma by not implementing the CE policy in the afternoon sessions. Hence, he did not 
recontextualise the CE reform when he encountered unconducive class conditions. In this 
way, Fahmi interpreted CE as informing the nature of pedagogic activities. Using Bernstein’s 
terms, this teacher understood CE was to be implemented through a RD design of ‘how’ 
rather than as an ID design of ‘what’.  
The other three teachers, Ifah, Gita, and Hidayati did not report implementing CE in 
their classes in any way, since their lesson plans were not aligned with the policy. However, 
they reported a certain approach to CE, as Hidayati explained:  
Researcher: What choice have you made about implementing character education in 
your English classroom? 
Hidayati: ... I sometimes forget to insert the values or forget to model the values that I 
have inserted in my lesson plan in classes. It is just formality. Still, when I find my 
student disobedient, I will admonish him. For example, when they make a noise, I will 
react to them. 
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Hidayati: Yes, I did. My lesson plans are copied from my colleagues. I just edit a little 
bit. I hardly make my own. In training sessions I was trained to make a lesson plan. 
But I found it takes time to arrange lesson plan. Finally, I decide to copy and paste 
the lesson plans of my colleagues. 
Hidayati described copying lesson plans as her class preparation strategy because she 
found she had no time to create lesson plans. By her account, CE did not change her 
classroom practice. Rather, she perceived the policy as a matter of mere compliance such that 
she neither inserted values in lesson plans nor consciously modelled them in her English 
classes. By her account, instead of implementing the CE policy as required by the ORF, 
Hidayati pursued a more reactive approach to moral education. By  the term ‘reactive 
approach’ to moral education, I mean a reactive process whereby teachers address students’ 
disruptive behaviour after the event,  rather than proactively teaching or modelling existing 
values, as envisaged in the ORF’s CE reform.    
A similar approach to moral education was also practised by Iffah:    
Researcher: What choices have you made about implementing character education in 
your EFL classroom?  
Iffah: In every teaching-learning process, I will reprimand students who are impolite 
and direct them. It must be practised and implemented like this.  
Researcher: Did you find any difficulties? 
Iffah: Yes, I did, especially when I encountered disruptive students. Although I have 
given them reprimands, they keep seeking my attention. When I am too strict with 
them, they become more troublesome … If I ask them to do something, they are 
reluctant to do so.   
In this excerpt, Iffah did not report any tension or dilemma regarding CE 
implementation as outlined by the ORF such as incorporating values in her lesson plan, or 
modeling particular values in class. Rather, Iffah described how she implemented a reactive 
approach to moral education by reprimanding disruptive students. For her, CE could be 
implemented in this way rather than by the ORF’s curriculum version. In other words, her 
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To compare and contrast the responses from the two groups of teachers, the private 
Islamic school teachers did not express any sense of dilemma around the implementation of 
CE in their classes as much as the state teachers did. When required to make lesson plans for 
the task attached to the SBC, the private Islamic school teachers mostly copied from the 
Internet or colleagues. In this way, the private school teachers did not necessarily engage with 
the ORF’s stipulated values. Rather they reported dilemmas in relation to their working 
conditions such as class size, and regulating disruptive or disengaged classes. In addition, the 
private school teachers did not describe lesson plans as a significant consideration for their 
EFL classes. Private Islamic school teachers who copied their lesson plans from others (Edi 
and Fahmi) were unconcerned about the inevitable discrepancy between the lesson plan and 
its implementation in their classes. They then attempted to recontextualise CE in a fractured 
way, that is, by using the weaker framed SBC to introduce other values where they saw the 
need. Three other female teachers whose lesson plans did not address the CE policy 
considered their practice of reactive moral education satisfied the CE policy.  
The concept of reactive moral education reveals teachers’ institutional role as moral 
guardian with the responsibility of controlling students’ behaviour. The teachers working in 
private Islamic schools considered such an approach to be effective since they were working 
with many ‘problematic’ students. The excerpt below from Hidayati explained teachers’ 
frustrations in working with problematic student behaviour:   
Researcher: I saw you gave reprimands and punishment to your students. Tell me 
what is your thinking behind your actions? 
 Hidayati: … Sometimes I pull their ear when they keep being disrespectful. I did it 
since I found reprimand and correction are no longer effective, and useless. Once I 
preferred to leave a certain classroom in order to make my students aware of what I 
felt, and I walked out from the classroom, otherwise I get mad and tired. Last week, 
when I entered the classroom, the students still wore their sport uniform, they kept 
playing with their laptops, and {pause} the classroom was very dirty. When I asked 
them to put the litter on the bins, no one responded to my command. So, I walked out.  
Researcher: What happened then? 
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Hidayati spoke about her limited success in controlling her classes in School 5.  By her 
report, a reactive approach to moral education could be in the form of admonishment, 
reprimand, physical punishment, or walking out.  Despite such an approach, her students 
remained disruptive. Other private school teachers also described students’ insistent 
disruptive behaviours in their EFL classes and described a similar reactive approach to moral 
education as their way to control these classes.  
As an observer, it was evident to me that the teachers working in private Islamic 
schools faced greater difficulties in regulating their classes. Their classes were interrupted by 
disruptive students, confrontations, disorientations (where students needed to be told what to 
do again), and problematic liminal periods (where the class shifts from one activity to 
another, requiring direction to stay focused). Iffah’s three observed classes, for example, were 
disturbed by 11 interruptions by disruptive students, four confrontations, four disorientations, 
and two problematic liminal periods (see Appendix J). Moreover, the confrontations that 
happened in Iffah’s classes were initially reprimands. However, when the reprimands were 
not received well by students, they escalated into confrontations. Similarly, Fahmi’s classes 
were not free from disturbances. His three classes were disturbed by interruptions including 
disruptive conduct, disorientations, three reprimands, a problematic liminal period, and three 
external dialogues with punishments (see Appendix J for summaries of observation).  
Besides such reactive CE, there was another rationale behind the relative absence of CE 
in private Islamic schools. First, the teachers working in private Islamic schools still had 
problems regarding the most basic elements of pedagogy—classroom control or class 
regulation. Teachers could only teach their topic once they gained control of the classes and 
could manage students’ behaviour productively. In these cases when teachers still had 
problems with fundamental classroom control, their planned EFL activities could not be 
successfully performed.  
These situations can be further unpacked using Bernstein’s concept of pedagogic 
discourse with its two inseparable elements: the ID embedded in the RD. This principle 
suggests that where the RD is not settled, the ID will not be able to be addressed. Hence, 
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dilemmas around the implementation of CE were overshadowed by feelings such as “How 
can I worry about the topic I teach when managing the class is such a struggle?”  
Drawing on their separate accounts, the teachers working in private Islamic schools 
described their dilemmas in terms of their working conditions, while teachers working in 
state schools described dilemmas around how to best implement CE in their EFL classes. 
Having more privilege in terms of more access to professional learning opportunities, state 
school teachers’ observed EFL classes were largely free from student disruption.  In general 
it was observed that the more selective and higher status the school, the less disruption there 
was in the classes. Citra’s and Dodik’s classes at the most selective school were totally free 
from disruption. In the second tier of public schools I observed a number of disruptive 
behaviour but it was not as much as in the private Islamic schools. Without the challenge of 
disruption, teachers working in state schools reported some dilemmas and resolutions 
regarding the CE implementation in classes. They had the professional time and space to 
engage with and work through the dilemmatic space associated with the implementation of 
CE within SBC.    
6.3 THEORETICAL DISCUSSION OF TEACHERS’ DILEMMAS AND 
RESOLUTIONS  
To explore teachers’ dilemmas, this thesis adopted the concept of dilemmatic space 
which perceives dilemmas as social constructions resulting from structural conditions and 
relational aspects in teachers’ practice, not as unique situations teachers react to (Fransson & 
Grannas, 2012). As a social construction, dilemmas present themselves to the individual only 
if the individual is aware and conscious of his/her positioning in their relations. In the 
educational field, dilemmas will emerge in accordance with teachers’ awareness and 
consciousness of their responsibilities as the agents of recontextualisation, as well as their 
awareness of the relational conditions or impinging aspects of their setting. In this thesis, the 
relational aspects could be considered to be colleagues, students, personal preferences 
regarding curricular values, teaching materials, and working conditions. On this point, the 
emergence of dilemmas is not inevitable but will depend on whether teachers orient to 
something else in the dilemmatic space for example, the ORF regulations, English subject 
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In the previous sections, both the presence and absence of dilemmas regarding 
curricular reforms in Indonesia have been identified. Most importantly, there is a significant 
difference between the two groups of teachers regarding their versions of dilemmas in 
curriculum enactment. Firstly, despite the greater freedom for teachers, state school teachers 
agreed that there were still constraining aspects to consider when preparing lesson plans. 
Teachers working in state schools reported dilemmas resulting from their multiple 
considerations when arranging lesson plans, considerations such as the ORF’s curriculum 
guidelines, students’ needs, and class activities. In the face of the structural force of these 
regulations, they could realize their position as the mediators of the ORF’s curriculum. In 
theoretical terms, the state teachers occupied the role of agents of the PRFs. Some of them 
reported as both PRF1 and PRF2, while some other state school teachers as PRF2 whose 
responsibilities were accountable to both the ORF and the students (See Figure 5-2).  Their 
pedagogic discourse and practice exercised degrees of both autonomy and struggle, 
depending on their professional alignment with the ORF’s expectations. In this way, the 
sampled state teachers reflected both a relatively higher degree of autonomy as well as some 
degree of struggle to meet and operationalise the ORF’s requirements. 
Meanwhile, the private Islamic school teachers did not report any such dilemmas since 
most of their lesson plans were copied from others. Only two teachers (Fahmi and Hidayati) 
spoke about editing inherited plans, while the three other teachers did not report such issues. 
In other words, given their working conditions, they preferred an expedient strategy for 
implementing the curriculum. Despite this shortcut, it would be improper to conclude that 
teachers working in private sectors did not understand their positions as agents of the PRF. 
Rather, this analysis concludes that they attempted to meet the ORF’s requirement in a 
convenient way in terms of their compliant lesson plans, but the process of preparing the 
lesson plan did not reflect any significant intention on their part to meet the ORF’s design of 
weaker framing, that is, to consider their school context in developing school-based 
curriculum. When teachers just copied the lesson plan from others, they thus overlooked the 
philosophy underpinning the SBC reform.  
Secondly, the state school teachers reported more tensions or dilemmas around 
nominating values and implementing the policy in classes than did the teachers at the private 
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considered factors such as school context, students’ needs, teaching activities and teaching 
materials. They sought coherence and relevance between those relational aspects and the 
nominated values. In their classroom practice, the sampled state teachers also reported 
dilemmas including how to teach or model the values, how to realise that students recognized 
the learnt values, and how to eventually assess learning of the nominated values.  
In terms of the teachers’  approach to enact the mandated moral curriculum, all the EFL 
state school teachers understood that the character education policy would be implemented 
implicitly, that is, through an invisible pedagogy. In this way, teachers needed to design their 
EFL classroom activities in such a way that they could model the values through particular 
activities. However, these teachers also reported an issue regarding this reliance on implicit 
pedagogies for inculcating values. For them, implicit pedagogy for values raised questions of 
whether students would recognize and realise that they were learning these values while 
doing activities in the classroom. This dilemma leads to their decision to not only model the 
values through classroom activities but also to teach the values explicitly to their classes, that 
is, to conduct a visible pedagogy about values.  From class observations and teachers’ 
interviews, it also can be seen that all the teachers also explicitly invoked morality as part of 
their ID.  
In order to understand teachers’ approaches in transmitting values,   Figure 6-1 models 
the dimensions and dynamics of pedagogic discourse in these EFL classes. 
 
 1 =religious and CE/EFL secular moralities as ID (explicit pedagogy) 
 2 =religious and CE/EFL secular moralities as RD (implicit pedagogy)     
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Figure 6-1 illustrates how moralities could be transmitted in an EFL class. Firstly, the 
model has two layers to distinguish the ID (1) and the RD (2), and to indicate how morality 
can be explicit subject matter in the ID, or modelled implicitly in the RD. The three shapes of 
arrows in the figure (a, b, and c) indicate different possibilities in the operationalization of 
moral education in the observed EFL classes. One mode (a, b, or, c) might be operationalized 
more frequently than the others, hence the variety and repetition in the model.  The horizontal 
line in the middle marks the boundary between explicit and implicit moral inculcation, that is, 
when the CE values were transmitted as ID or as RD respectively.  The lower layer is the 
transmission of morality achieved through the RD design, for example, when teachers chose 
activities that required or modelled the desired values. The double headed arrows labelled ‘a’ 
represent activities that modelled the character education values through EFL activities.  The 
three-headed arrows  labelled ‘b’ that derive from Layer 2 and point into Layer 1 indicate 
episodes when teachers aimed to both model and teach their students the CE values that 
aligned with their EFL class. In this way, besides transmitting such values through their 
modelling in class activities, teacher also named and explicitly reinforced the values to 
encourage students’ recognition. The vertical arrow labelled ‘c’ indicates how moralities can 
emerge in the ID and manifest as explicit pedagogy in the ID (while still reliant on some 
underpinning moral order in the RD).  
Based on the teachers’ interview reports and class observations that were reported in 
Table 6-1 and modelled in Figure 6-1, the moral values were operationalized by EFL teachers 
in a variety of ways, both visible and invisible pedagogies. Additionally, while the teachers 
working in the state sector understood that there must be some alignment between English 
lessons and the stipulated values, they reported tensions between such EFL appropriate 
values and their own priorities.   It can be seen from the previous analysis that, in their 
opinion and their practice, the value of ‘religiosity’ was highlighted by these teachers as the 
most important value to teach and how this was what the community or school was 
concerned with.  However since these teachers argued that the value of ‘religiosity’ was not 
often appropriate for the English subject, they thus reported a choice not to formally 
nominate the value of ‘religiosity’ in their lesson plans. Nevertheless, in order to 
accommodate their personal priorities, these teachers reported making improvisations by 
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 Figure 6-2 elaborates on the previous model of teachers’ implicit and explicit 
pedagogies for morality to account for this deeper communal layer of commitment to the 
value of ‘religiosity’: 
 
 
Layer 1 = religious and secular moralities as ID (explicit pedagogy) 
Layer 2 = CE/EFL secular morality as RD (implicit pedagogy)     
Layer 3 = religious morality underpinning professional practice in this context as RD (implicit pedagogy)  
Different shapes of arrows = the possible operationalisation of values in class 
Figure 6-2 CE through layers of implicit and explicit pedagogies and professional 
preferences.  
 
Figure 6-2 shows how EFL state school teachers’ improvisations added a deeper layer 
of moral pedagogy in their classes.  This model proposes that there were effectively two 
layers of moral premises in the RD (Layers 2 and 3). In this way, the moral values modelled 
or taught in EFL classes might be rooted in the nominated secular values for mandated CE 
policy and/or EFL (Layer 2); or may stem from the communities’, schools’ or teachers’ 
personal priorities (Layer 3).  As mentioned earlier, the different shapes of arrows indicate 
the possibilities in the operationalisation of these moral grounds in the observed EFL classes.  
The double headed arrows labelled ‘a’ that float in Layer 3 could represent ritual activities 
(for opening and closing the classes) promoted by the school community. The double headed 
arrow labelled ‘a’ that floats in Layer 2 could represent an activity of modelling the CE 
values in EFL activities.  The three-headed arrows labelled ‘b’ that derive from Layer 2 and 
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policy and EFL secular values. The vertical arrow labelled ‘c’ that derives from Layer 3 
could indicate how the religious morality of the schools’, communities’ and teachers’ 
personal priorities might intrude into the ID and manifest as explicit pedagogy in the ID. In 
other words, besides modelling and teaching the aligned CE and EFL values in classes, 
teachers on certain occasions asserted their own personal preference for religious values in 
the ID. In this way, they taught their students explicitly the importance of particular religious 
values when they felt it was necessary (Layer 1). 
Figure 6-3 below presents a model of how this mixture of implicit and explicit 







Figure 6-3 CE through implicit and explicit pedagogies 
 
Figure 6-3 models the nature of EFL state teachers’ approaches to implementing CE in 
their classes. In the RD realm, the desired values were instilled through learning activities and 
henceforth, they both shaped the existing teaching methods and influenced the way teachers 
regulated their EFL classes. It can be seen in the figure that the teachers also on occasion 
shifted to an explicit moral pedagogy: by naming the values and instructing the students in 
them as curricular knowledge. This is indicated in the spikes that show the moral discourse 
emerging explicitly in the ID briefly. The emergence of morality in ID realm was aimed to 
ensure learners’ recognition of the learnt values. In this way, morality is unique in its capacity 
to operate and be transmitted in both RD and ID, that is, through the moral regulation of class 
activities and through teacher instruction respectively.  More importantly, the secular and 
religious moralities were derived from two different sources. They could derive from the EFL 
 
ID (morality in explicit pedagogy)  
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curriculum and the school’s community values or teachers’ personal prioritiy. This can be 
seen from the two layers in moral discourse indicated in Figure 6-2.  
In conclusion, this study finds that the CE policy within the SBC frame allowed 
different kinds of moralities to be transmitted in state schools’ EFL classes.  Both secular and 
religious moralities were evident in the notionally secular state schools sampled in Indonesia. 
The secular moralities were derived from alignment between character education and EFL 
while the religious moralities resonated with the school communities and teachers’ own 
professional priorities. As the school communities and teachers’ professional priorities were 
strongly influenced by religious premises, it was evident in the observed classes and teachers’ 
report that the teachers’ EFL classes were coloured by the value of ‘religiosity’ though the 
CE reform attempted to offer secular solutions to moral challenges in this  highly religious 
society.  
In regards to dilemmas in nominating values in their lesson plans and implementing the 
CE policy in their classes, the teachers in private Islamic schools hardly reported any such 
dilemmas. Only one private Islamic teacher (Edi) reported some tension between modelling 
values and assessing them. In contrast to the teachers sampled in state schools, this teacher 
reported he could not enact other people’s lesson plans in his context. To resolve this 
dilemma, this private Islamic school teacher decided he would neither model nor teach the 
nominated values available in the existing lesson plans. Rather, he explicitly taught other 
values in his EFL classes. By this practice, which in many ways satisfied both the SBC and 
CE reforms, Edi distinguished himself from the other private Islamic school teachers.  The 
other teachers working in the private sector did not report any considerations or dilemmas 
around enacting the curriculum and they typically left the CE policy unimplemented.  
On this point, the private Islamic school teachers’ avoidance could be considered as a 
pragmatic solution to the dilemmatic space created by intense working conditions, rather than 
that produced by curricular reforms. As reported previously, private Islamic school teachers 
were wrestling with classroom regulation resulting from disruptive students and less 
professional support from principals and Education Boards (Section 5.2.2). The working 
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layered curricular reforms and thus obscured the possible dilemmas associated with these 
curricular reforms.   
Learning from the two different groups of teachers and the theory of dilemmas by 
Fransson and Grannäs (2013), the emergence of a dilemma was preceded by teachers’ 
volition to consider their relations to others. Teachers’ relations to others, in turn, triggered 
their consciousness and awareness of their position as recontextualising agents who worked 
in that space of possibilities in pedagogic practice. This awareness contributed to teachers’ 
decisions over how to act for the best in the circumstances in which they found themselves. 
Likewise, dilemmas emerged from structural conditions experienced by the state school 
teachers because these teachers considered the ORF’s CE policy as the main factor impacting 
on their practice (when they considering the ORF’s curriculum guidelines prior to lesson 
planning).   
These relational aspects invoked dilemmas, especially when the state school teachers 
also had to consider students’ needs and their school context. The state school teachers’ 
decision to acting for the best was reflected in their improvisations, classroom designs, and 
visible pedagogy to resolve the tensions between their multiple constraints. Teachers’ 
improvisations were regarded as a strategy to enact the curricular reforms while 
accommodating many different aspects such as teachers’ professional preferences, personal 
beliefs, and students’ needs in English classes. Through their design of EFL activities or the 
RD, teachers were able to model then explicitly reinforce the nominated values. Lastly, by 
practising visible pedagogy, these teachers attempted to resolve their dilemmas around 
instilling values in order to trigger students’ recognition that they were learning particular 
values.   
In contrast, most of the private Islamic school teachers who reported particular 
dilemmas in their curriculum did not enact the CE in their classes as required by the ORF. 
Instead of implementing the ORF’s moral curricular reform by modelling the ORF’s values, 
they pursued their own reactive approach to teach students morality. With this reactive 
approach to moral education, teachers were concerned about managing their students’ 
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response in terms of reprimands and punishment to undisciplined students constituted their 
moral education practice. 
Table 6-2 below provides an overview of all teachers’ dilemmas and resolutions over 
the three phases of lesson planning, value nomination, and curricular enactment. It 
summarises the different experience of the two groups of teachers regarding their dilemmas 
in the implementation of CE within the frame of SBC. All the sampled teachers working in 
state schools expressed dilemmas in their considerations at every step of processing the 
curricular reforms. These teachers reported dilemmas when processing lesson plans as 
amended by SBC (Phase 1), value nomination (Phase 2), and the implementation of CE in 
class (Phase 3). In Phase 1, state school teachers reported the multiple aspects--structural and 
relational conditions such as the ORF’s curriculum guideline (competency standards) and 
school context. In contrast, the teachers working in the private sector mostly reported 
dilemmas around their work conditions such as handling too many students in classes, 
disengagement amongst the students, and the lack of time. These problems were unresolved 
since these teachers reportedly received little professional learning support (Chapter 5) so that 
they preferred to avoid or overlook the ORF mandate.  
In Phase 2, the teachers working in state schools reported tensions between what they 
perceived as suitable values for EFL and their professional preference of values. Dilemmas 
emerged when they had stronger notions about what values were appropriate for English 
lessons. These teachers resolved their dilemmas in different ways: three teachers tended to 
make improvisations and one teacher relied on the school’s design of routine ritual activities. 
Meanwhile, the private Islamic school teachers reported fewer dilemmas in prioritising values 
since they preferred to adopt other people’s lesson plans to their settings (see their problems 












Teachers’ dilemmas and resolutions over the three phases 
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In terms of dilemmas in the implementation of the CE policy (Phase 3), the 
state school teachers reported three dilemmas: difficulty in modelling values; how to 
make students recognise the learnt values; and how to assess learners’ progress. The 
first two dilemmas were resolved by combining different approaches such as 
invisible and visible pedagogies. In this way, when teachers both model and teach the 
values through the pedagogic discourse, there is blurring of ID/RD in their pedagogy. 
The third dilemma around assessment, however, remained unresolved. Meanwhile, 
teachers working in private Islamic schools reported dilemmas resulting from their 
copying lesson plans from others. They could not apply other people’s lesson plans 
to their settings, so they reported discrepancies between the lesson plans and their 
practices, including teaching values other than those nominated in lesson plans (Edi 
and Fahmi). Three other private Islamic school teachers overlooked the ORF’s CE 
curriculum while applying a more reactive moral education approach.  
6.4 CONCLUSION 
This analysis has developed descriptions of distinctive dilemmatic spaces for 
two groups of teachers with different status and different professional learning 
opportunities when recontextualising the same two curricular reforms. From the 
theoretical discussion, there are some points to conclude. First, the SBC dominated 
teachers’ practice. The SBC encouraged teachers’ different recontextualisations of 
CE. This generative potential led to a marked difference between the state school 
teachers’ recontextualisations and those of the private Islamic school teachers.  
Teachers with more professional learning reported encountering and resolving 
dilemmas in every step of recontextualisation, from planning, nominating values, to 
classroom implementation. Moreover, since these teachers did not report contextual 
problems such as unconducive working conditions raised by disruptive classroom 
behaviour, they could exercise their professionalism to solve their dilemmas 
regarding the curriculum implementation. As a consequence, these teachers 
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The private Islamic school teachers, who reported working conditions as a 
source of their dilemmas, could not engage with ORF aspects, such as curriculum 
reforms. Their unresolved dilemmas with classroom regulation have severely 
restricted their capacity to attend to the ORF reforms.         
  As mentioned earlier, dilemmas are socially constructed. They present only if 
the individual is aware and conscious of their positioning in their relations of tension. 
In an educational field, teachers’ dilemmas will emerge in accordance with their 
awareness and consciousness of their responsibilities as agents of 
recontextualisation, as well as their awareness of the relational conditions governing 
or compromising this potential. This thesis concludes that teachers’ awareness of 
curricular dilemmas was not inevitable. Rather, teachers’ awareness resulted from 
their systemic positioning and its affordances. In this way, the presence or absence of 
the dilemmas depended on teachers’ status and therefore their systemic potential to 
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Chapter 7: Data analysis: CE enactment 
and models of teacher-student 
relationships 
7.1  INTRODUCTION  
This chapter presents a further analysis of how curricular reforms and teachers’ 
professional identities contributed to teachers’ expectations of their students and 
therefore teacher-student power relations. In order to analyse how teachers’ 
professional identities and expectations shaped their control over their EFL classes, 
teachers’ professional identities in this study will be considered in terms of how 
teachers described their responsibilities. Teachers’ expectations will be considered in 
terms of teachers’ descriptions and beliefs regarding what make a good student. 
Hence, the data presented in this chapter is taken from teachers’ responses about 
their beliefs regarding what makes a good teacher and what makes a good/bad 
student.    
As outlined in Section 3.4.3, my conceptualisation of teachers’ area of 
responsibilities is developed from Berlak and Berlak’s (1983) concept of the whole 
child versus child as student dilemma for teachers. This dilemma relates to teachers’ 
tensions as to what area to develop. When the teacher put more emphasis on the child 
as student, the focus will be limited to student’s development in the subject they have 
taught. However, when the teacher considers the control of the ‘whole child’, the 
focus will go beyond that area to include student’s moral development.  In this study, 
this concept is applied to explore how the CE policy informed teachers’ perception of 
the areas of responsibility regarding their role as EFL teachers and moral guardians. 
Section 7.2 presents the empirical data related to such expectations and explores the 
degree to which teachers’ expectations were informed by the curricular reforms, and 
whether teachers’ expectations aligned with their areas of responsibilities. 
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made evident by the analysis. Then Section 7.3 presents the theoretical discussion of 
such issues.  
7.2 TEACHERS’ EXPECTATION OF STUDENTS’ LEARNING 
BEHAVIOUR AND AREAS OF RESPONSIILITY  
This section is divided into two sub-sections: teachers’ labelling of what 
constitutes good students and teachers’ descriptions of their areas of responsibilities. 
The former analyses empirical data to see whether teachers’ expectations toward 
their students were informed by the stronger framing of the CE policy. The latter 
analyses teachers’ areas of responsibilities, and how teachers’ areas of 
responsibilities aligned with such expectations.  
7.2.1 Teachers’ labelling of good students 
Under the SBC reform, EFL classes in Indonesia are supposed to be dominated 
by the CLT approach. Teachers were given greater opportunity to develop EFL 
teaching materials and activities so students acquired English as a means of 
communication rather than English as didactic knowledge.  Using Bernstein’s terms, 
the re-framing under this curricular reform could thus contribute to the re-framing of 
control relations in pedagogic practice, including the communicative relations and 
teachers’ views on students’ behaviour. According to Bernstein (1999), stronger and 
weaker framing of control relations in pedagogic practice hold the promise of more 
attentive or more interactive features of students’ learning respectively.  With weaker 
framing of control relations in pedagogic practice, greater interactivity promotes 
learners as active knowledge acquirers.   
The following section analyses and compares how the two groups of teachers 
labelled and judged their students’ classroom behaviour.  The responses of the state 
school teachers will be explored first. And, those of the private Islamic school 
teachers will be explored afterwards.   
State school teachers: a focus on students as knowledge acquirers  
The state school teachers’ responses to questions about how they judged and 
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good students to be those who attempted to be creative, interactive, and active. When 
asked about her expectation of students’ behaviour in her classes, Budianti, a 
curriculum developer, explained her attitude as follows: 
Depending on what teachers expect in the process of teaching and learning, 
I implement various methods in the classroom. Sometimes I ask them to play 
games, have discussions or do individual tasks. They have to be creative and 
actively express their opinion in the discussion. Meanwhile, they have to be 
independent when I ask them to finish their individual task.  If they just keep 
silent, I am very confused. Classes must be interactive. To invite their 
participation, I offer my own money as a present for those who give 
responses or ask questions. 
Budianti described students’ ‘creative’, ‘active’ and ‘interactive’ behaviour as 
being her preference for language learning while describing students’ silence as an 
obstacle to language learning. By her account, she sought to promote interactive EFL 
classes. As Budianti regarded students’ attempts as EFL knowledge acquirers as her 
preference, her labelling of student behaviours was aligned with the intentions of 
CLT and also aligned with SBC.  In terms of CE, Budianti reported her expectation 
that students acquire three different values or skills in the CE list: ‘creativeness’, 
‘communicative’ and ‘independence’. In this way, she was referencing the CE policy 
while her concept of a good student reflected the influence of the weaker framed 
communicative curriculum.   
Theoretically, in labelling good students, this teacher managed to reconcile the 
two curricular reforms in her practice: the more weakly framed SBC and the CE 
policy. Budianti selected the particular ORF values that supported the characteristics 
attached to her design for active EFL knowledge acquirers.  In addition, although she 
did not describe any dilemmas in thus labelling her students’ behaviour, her first 
word ‘depending...’ in the excerpt above indicated multiple considerations 
surrounding such labelling. She seemed to manage different choices for labelling 
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Similarly, in response to an interview question regarding any preference for 
students’ behaviour in EFL classes, Citra’s view on labelling students’ behaviour 
also reflected multiple choices that depended on her pedagogic design:   
… Teachers understand what they should do. Good students are active, can 
freely express their ideas, ask and answer questions. And, they know when 
they have to be quiet. Teachers in the past used to like quiet students, such as 
a “yes mom” student in  classes, and they didn’t like students asking 
questions and being critical. ... I usually made such a commitment, an 
agreement with them in the beginning. For example, when their friend was 
presenting his work, they had to listen to him. Sometimes they were required 
to be totally quiet when I was explaining or when their friend was giving a 
presentation. After that, students must be active to ask and answer questions. 
In the old paradigm, children should be quiet. To me, however, children 
should know what they should do, not only what to do but also how to 
behave. 
Citra considered good students to be those who attempted to be active, 
interactive, responsive, and critical. Her concept of good students thus accorded with 
Bernstein’s model of knowledge acquirers as endorsed by the CLT approach. By 
Citra’s account, she also wanted her students to be obedient as appropriate on certain 
occasions.    
Using Bernstein’s terms, Citra’s model of the good student aligned with the 
weaker framing of pedagogy, since the aforementioned characteristics are attached to 
the weaker control of pedagogic relations between teachers and students. Besides 
these characteristics, Citra also reported her preference for attentive and receptive 
students who, on certain occasions, knew to obey and listen to teachers and/or their 
peers during presentation time. On this point, Citra was informed by both strongly 
and weakly framed models of pedagogy: movement between stronger (F+) and 
weaker (F-) framing. Most importantly, she expected the students to understand 
when this shift was necessary.  This resonates with Bernstein’s point that, in weaker 
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In terms of the CE policy, the excerpt below explains how the policy 
influenced Citra’s view:   
Researcher: What makes a good student outside of school?  
Citra: A good student is one who keeps good values in their conduct. We 
[teachers] have taught many things. And we [techers] expect that students 
must also implement them outside the school. All people have to support this. 
So it must not be considered merely as a slogan but must also be 
implemented, supervised, and continuously evaluated. I mean politeness, 
religiosity must be nurtured. 
Citra spoke about the curricular values, their internalisation and their relevance 
beyond the school setting. By her account, she regarded good students as those who 
consistently acted and behaved in accordance with the values they had learnt at 
school. Further, she expected students to actively internalize what they had learnt in 
the classes, such as ‘politeness’ and ‘religiosity’.  In this way, the CE policy also 
informed Citra’s concept of a good student since she mentioned the particular values 
nominated by the ORF as desired outcomes of learning. In addition to ‘interactive’, 
she mentioned ‘politeness’ and ‘religiosity’. 
 Like Citra, Astuti who worked in School 1, appreciated interactivity in 
students’ learning: 
Researcher: What went well in the class?  
Astuti: What I like is to meet students, especially, [pause] I am happy when 
they are active; they listen, do the task and actively interact with their peers,  
in teamwork as well as with the teacher.  
Astuti reported interactivity and being ‘active’ as the criteria for her models of 
a good student. Besides the interactivity, however, Astuti also mentioned more 
receptive behaviours such as listening and doing the task that add additional criteria 
of being attentive and industrious respectively.  By this report, she mentioned 
multiple aspects to her model of a good student.   
Another state school teacher, Dodik, also reported a repertoire of dispositions 
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knowledge acquirers; on the other hand, he also argued that a good student should be 
attentive and receptive. The excerpt below is Dodik’s explanation:  
Researcher: How would you like students to behave ideally? 
Dodik: Active, but they have to engage with {pause} I mean they listen to me 
when they are required to, they speak when I asked them to speak, and they 
have to give opinion when they are required to.  
Dodik reported being ‘active’ as a characteristic of good students. However, he 
did not explain this value or other values that construct students as knowledge 
acquirers. Rather, by his report, good students should respect teachers’ regulations. 
In this way, this teacher reported that his students were required to speak and express 
their opinion only if he asked them to do so. Additionally, he also considered 
‘attentive’ as a characteristic of good students, that is, students that listen to him.    
In conclusion, three out of the four state school teachers in the sample (Astuti, 
Budianti, and Citra) described their varied expectations of their students—to be both 
attentive and interactive as required. Beyond their criterion of interactivity, their 
expectations about student conduct were influenced by a stronger framing of 
pedagogy. In this way, although they mentioned ‘active’ as a characteristic of good 
students, they also spoke about the conditions that frame this behaviour—the 
circumstances they orchestrated to allow students to do so. Using Bernstein’s 
theoretical terms, the state school teachers moved between F+ and F-. Only one 
teacher, Budianti, reported a preference for interactivity (F-) only.  
Despite their varying expectations, these teachers’ model of the good student 
was mostly influenced by the weaker framing of CLT, since all teachers mentioned 
the characteristics aligned with students’ effort to acquire knowledge, that is, being 
active and interactive learners. Beyond this similarity, these teachers displayed 
different opinions to a certain degree. For example, in contrast to Astuti and 
Budianti, Citra reported more progressive criteria as she sought not only creativity, 
interactivity and responsiveness, but also a ‘critical’ disposition. In terms of CE 
policy, despite their preference for weaker framing, Citra and Budianti endorsed the 
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particular values from the ORF’s list such as, creative, communicative and 
independence for their model of the good student. 
Private Islamic school teachers: a focus on the receptive and attentive 
features of student learning    
In contrast to the sampled state school teachers, most of the private Islamic 
schools teachers highlighted the qualities of being receptive and attentive as their 
criteria for good students (Iffah, Hidayati, and Edi). Two teachers, Gita and Fahmi 
considered a range of dispositions as appropriate to certain situations. When asked 
about her preference for student behaviour in the classroom, Gita explained as 
follows:  
I like them to be creative and to have their own creativity. For example, 
when I gave them an example of a descriptive text, they can develop their 
own in line with the generic structure of the text.   Also, in classroom, 
students should be committed to our agreement. We had an agreement that 
students should not come later than 10 minutes. If they come later than 10 
minutes, I decide he is absent for the whole English session. …  
Gita reported that creativity and punctuality were her considerations for good 
students.  In contrast to the state school teachers (Astuti, Budianti, and Citra), Gita 
did not mention values that would align with students as English language 
knowledge acquirers such as being active or interactive. Rather, by her report, she 
needed to discipline her students’ lack of punctuality.   
Fahmi, who was classified as a curriculum servant in Chapter 5, reported two 
different kinds of preferences when he spoke about the ideal behaviour of students. 
At first, Fahmi reported a preference for students who were active. After that, 
however, Fahmi outlined further criteria that favoured attentive behaviours:  
Fahmi: I personally expect them to be active, or even ‘super’ active. They 
pay attention to our subject, to what I teach... 
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Fahmi: I am happy when my students gave their attention to me, had high 
motivation to learn, focused on the subject even though only for 15 minutes, 
…  
Researcher: How would you like students to behave ideally outside the 
classroom? 
Fahmi: I think, ideally, since they are my students, they have to obey 
whatever I command. … For example, I just experienced a bad thing outside 
the classroom where I met my student who talked to me with bad and 
impolite Javanese. Then I told him if he could not speak Javanese properly, 
better for him to speak in good Bahasa Indonesia. But he stared at me 
instead. Then I considered discussing the case inside the classroom. Then all 
students agree with me. Outside the classroom students have to maintain 
politeness.  
In the excerpt above, Fahmi reported his criteria for good students as being 
‘active’ learners, and offered more detail about attentive behaviour such as obedience 
and receptivity in EFL classes, and politeness when outside classes. For him, a good 
student was one who obeyed his commands, paid attention to him, and focused on 
the subject he taught.  
Theoretically, despite a preference for active learners, Gita and Fahmi applied 
stronger framing in the power relations of their pedagogic practice. In this way, 
Fahmi strongly controlled the pedagogic relations and expected student conduct, 
character and manners that supported him to do so.  
Another teacher, Edi who worked in School 4, reported similar criteria:  
Researcher: How would you like students to behave ideally?  
Edi: What I expect from students in the classroom is they respond and 
appreciate my teaching. They must be ready to learn ... 
In this excerpt, Edi described ideal students as attentive and respectful. Similar 
criteria for good student behaviours were also reported by two other teachers who 
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…For me a good student is one who is diligent, grasps the topic I taught, 
obedient and receptive. They listen to me when I am explaining, but are 
active in the question-answer session. 
Iffah spoke about her preference for attentive student behaviours such as 
industriousness, obedience and receptivity, and endorsed more active student 
behaviour in certain lesson phases. Although in the last sentence she also reported 
her preference for active students, she emphasised the receptive features of students’ 
learning. In this way, Iffah described a preference for the stronger framing of teacher 
controlled pedagogy as her expectations were very different to the shared control of 
more weakly framed pedagogy. 
 Likewise, Hidayati, who also worked at School 6, expressed similar criteria:  
Researcher: What went well in the class?  
Hidayati: ... Students’ behaviour is really infectious to my mood. I am happy 
when they pay attention to me. When they understood what I taught, I feel 
enthusiastic. But when they do not understand what I teach, I feel frustrated. 
… Teachers in this school have an agreement that we need to be stringent. If 
we are too weak and too flexible, students will become so boisterous. But I 
don’t want to become such a scary teacher for my students.  
Hidayati described attentive and receptive student behaviour as her preference. 
She reported that most of her colleagues in her school were committed to being 
‘stringent’ in controlling classes. Despite such strongly framed control in the school 
context, she hoped to be considered a friendly teacher. However the way she 
controlled the observed classes reflected strongly framed control; she was mostly 
reactive in disciplining disruptive students (See Appendix J for Hidayati’s observed 
classes).  
Disruptive classes leads to teachers’ preference for attentive behaviour 
In addition, data taken from class observations indicated teachers often shifted 
from two-way interaction to one-way interaction or from learner-centred to teacher-
centred control. Private Islamic school teachers found the interactive class was not 
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opportunities for interactive sessions for asking question, often ended up 
reprimanding her students, since her students asked ‘improper’ questions (Appendix 
J for Iffah’s observed classes). 
The excerpt from my observation below captures a dialogue between Iffah and 
her student, after Iffah gave an example of descriptive text (as a topic) that described 
a cat, a very common animal in this country. She offered students an opportunity to 
ask questions regarding the generic structure and language features of the descriptive 
text, My Cat. A student raised his hand and asked an unexpected question:  
A student: “Can you tell me what a cat is?” 
Iffah: “Please ask something related to the topic today; don’t ask about silly 
things like that!”  
The student keeps asking silly questions such as “What is the favourite food 
of a cat?” 
The class bursts into laughter, Iffah stopped the question-answer activity and 
moves to a Seat Work activity where each student drafts a descriptive text. 
The observation notes highlight how students’ disruptive behaviour made the 
teacher cancel the interactivity phase in her class. Unfortunately, such interruption 
was observed to happen repeatedly in her classes. As a result, interactive sessions 
were not evident in Iffah classes, although she attempted to do so.  
Interruptions also happened to all private Islamic school teachers in the sample. 
Fahmi’s classes, for example, shifted in an adverse direction (School 5, Class 1) 
when he invited his students to group discussions. After the groups were made, 
students were to solve their group’s problem. However, many students were 
wandering around the classroom and asking permission to go to toilet (Appendix J on 
Fahmi’s observed classes). This behaviour made Fahmi return to a stronger framing. 
To summarise this section, the private Islamic school teachers’ criteria for 
judging student behaviour typically foregrounded attentiveness by the students.  
Fahmi, for example, reported characteristics of good students as obedient, attentive, 
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Hidayati also aimed for attentive and receptive students. While Gita had punctuality 
as one of her criteria, Edi highlighted receptivity and respectfulness as well. As 
outlined in Chapter 3, attentiveness, receptivity, and industriousness are criteria 
associated with stronger framing of pedagogy.  
Therefore, the private Islamic school teachers’ idea of a good student was 
informed by more strongly framed models of the teacher-student relation. Such a 
model of pedagogy is not inevitable but it is suggested in the private Islamic school 
teachers’ patterns of resolution in their responses to disruptive classroom behaviour.  
Compared with the state school teachers, few of the private Islamic teachers 
endorsed characteristics that aligned with the ORF’s CE values. This phenomenon 
could be explained by their limited understanding about and lesser engagement with 
the policy including the ORF’s list of values (see Section 5.3.2). 
Thus far, this chapter has analysed patterning in the teachers’ expectations 
around the characteristics of a good student. The following section explores teachers’ 
descriptions of what makes a good teacher. Any correspondence with their 
expectations of students to produce coherent models of the teacher-student 
relationship will also be explored. 
7.2.2 Teachers’ descriptions of a good teacher   
This thesis suggests that teachers’ beliefs about what makes a good teacher 
indicate a sense of their areas of professional responsibility. In this section, the 
question to what extent their professional responsibility aligns with their expectations 
of students’ conduct will be addressed. The discussion will report on data from the 
state school teachers first and private Islamic school teachers second.  
State school teachers:  extended areas of responsibility 
All teachers in the sample were requested to map their areas of responsibility. 
Most State school teachers expressed intentions that were aligned with both teaching 
English as a subject and a broader role as moral guardian. The areas of responsibility 
can be seen from Astuti’s excerpt below when asked about what makes a good 
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Astuti: A good teacher is one who can control the classroom, preparing 
teaching material very well, being able to assess and analyse her students’ 
progress. She must be ready to encounter any classroom since not all 
students are civil and not all students are obedient. There could be uncivil 
student in any classroom. At least she could anticipate and cope with 
different kinds of students.  
Researcher: Do you consider yourself a teacher of children, or a teacher of 
English? 
Astuti: I feel I am a teacher of children. I am not an English teacher only, 
but I am the teacher of my students. Outside the English classroom I am 
always available when students need my assistance. I will help them as long 
as I can.    
Astuti suggested that a good teacher is one who is able to cope with multiple 
professional responsibilities. This includes not only a responsibility for the 
curriculum such as planning and assessment, but also responsibility for students’ 
moral guidance. Additionally, her report describing a teacher’s role beyond the 
classroom indicates a broad conception of a teacher’s responsibilities.  In this way, 
the CE policy leads to a weaker classification between the role as EFL teacher and 
the role as moral guardian. This teacher considered her responsibilities to not only 
relate to the classroom setting but to extend beyond that.  
 Similar to Astuti, the other state school teachers in the sample described such 
unlimited and pervasive roles. Budianti, who worked in School 2, described this 
more explicitly:  
Researcher: Do you consider yourself a teacher of children or a teacher of 
English? Why?  
Budianti: I am a teacher of children. English is only what I teach. Teacher of 
children is more than that, could be everything; not only teaching English, 
but teaching morality and values. ... 
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Budianti: A good teacher is the one who is eagerly awaited for by her 
students. Students might love her subject, her methods of teaching or her 
fantastic teaching materials. An ideal teacher must be professional. I mean 
she must be well prepared and her teaching is in line with a good lesson 
plan. 
Budianti described her multiple foci which included not only teaching English 
but also developing students’ morality. However, Budianti’s criteria for a good 
teacher reflected her more particular concerns as a teacher of English. Despite morals 
and values, she was concerned with the core curricular responsibilities attached to 
English teaching such as presenting appealing teaching methods, teaching materials, 
and preparing proper lesson plans.   
When asked to describe what makes a good teacher, Citra explained as follows:   
Citra:  ‘Good’ is quite relative. I prefer being an educator to a teacher. That 
is the one who can supervise students; change students from uncivil to civil 
ones, from not knowing to knowing, become the model and good motivator 
for students as well as become a good friend for them, so students feel free to 
talk with me, and when I did not attend the classroom they say “Mom, I miss 
you”.   ... it happened to me, when I left my English classes when I was sick, 
I received text message from many of them ... 
Researcher: What went well in the classroom?  
Citra: I learnt together with students, I could make students learn English 
with fun and they learnt happily, I mean they are not under stress, they got 
new experiences. This makes me happy... 
Citra envisaged herself as an educator who had broader responsibilities in 
developing more holistic aspects including students’ intellect and morality, by being 
accessible, and being a role model. Although not explicitly mentioning her role as an 
EFL teacher, Citra implied curricular responsibilities through her phrase from not 
knowing to knowing. She also indicated responsibility for students’ moral 
development through her phrase from uncivil to civil, that resonates with students’ 
moral development. In addition, the observed classes confirmed her efforts to present 
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provided different class activities such as singing songs, games, and storytelling. 
Then, students’ disruptive conduct caused by boredom and disorientation was not 
evident in Citra’s classes (see Appendix J)   
The extended responsibilities these teachers attached to their ideas of a 
professional teacher, however, were complex. When asked to describe his idea of a 
good teacher, Dodik described his frustration regarding teachers’ heavy workload:   
An ideal teacher is the one who could carry out the task holistically.  
Unfortunately, I feel I have not been such teacher. Sometimes I could not 
finish my work on time. An ideal teacher does not only teach but also 
educates children. When he finds uncivil children, he must remind them. He 
might be concerned not only with what students are doing in his subject but 
also concerned with their behaviour. He helps his students when they have 
difficulties.  But I think it is not easy. I feel I lack the skill for being such 
teacher.  
In this excerpt, Dodik described an extended role for teachers, including the 
two different areas of responsibility. For him, an ideal teacher must be concerned not 
only with students’ English competence, but also with students’ moral development. 
He also reported a personal dilemma as he confessed that he lacked the time and 
capacity to meet his responsibilities that extended beyond the pedagogic setting.  
To conclude, all state school teachers in the sample reported similar opinions 
regarding an ideal teacher’s responsibilities. They perceived that an ideal teacher 
should be concerned with students’ broad moral development as well as with 
students’ English competency. They all reported that their priority to develop 
students’ morality— as promoted by the CE policy—did not distract them from their 
core responsibility as English teachers. Therefore, despite reporting dilemmas 
regarding the demands of multiple responsibilities, they envisaged their professional 
responsibilities to encompass students’ moral development beyond the classroom 
setting. The following section presents the private Islamic school teachers’ 
description regarding their professional identity and its responsibilities.  This asks 
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Private Islamic Teachers:  limited areas of responsibility  
Teachers working in private Islamic school were asked similar questions 
regarding their areas of responsibility.  Like the state school teachers, all the sampled 
teachers in Islamic schools described their role as being first and foremost a “teacher 
of children”.  Edi explained his professional identity as follows:  
Edi: ... I believe that a teacher is supposed to not merely focus on the subject 
he teaches, but as a model for students, build their character. Actually the 
role of teachers should be like that  
Researcher: What makes a good teacher? 
Edi: A teacher, who understands his students, understands what his students 
want. I should not force my students; I would not apply certain teaching 
methods that my students would not like to do.  We have to think about their 
mood… 
In the above excerpt, Eddie explained that teachers have a complex role, 
especially when he suggested that teachers should be more concerned with students’ 
behaviour instead of just teaching the subject. By this account, like the state school 
teachers, he suggested an extension of the teacher’s role to include two different 
responsibilities—the taught subject and morality. 
Using Bernstein’s term, Edi, was concerned with the broader moral 
responsibility that coheres with the intent of CE reform. However, unlike the state 
school teachers who perceived equal roles (EFL and morality), Edi reported more 
concern about teaching morality since he highlighted his main role as moral 
guardian. In this case, he suggested that EFL is a much less important subject to 
learn, as reflected in the interview excerpt below:  
Researcher: You just said that English is less important as a subject to 
teach, can you tell me more about this? 
Edi: For me, students would be better off learning Arabic or local languages  
Researcher: What do you think about English?   
Edi: English is not really important to teach, it is such penjajahan 
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English, but MasyaAlloh (oh my God!) it is embarrassing if they could not 
even understand Javanese. Although I am an English teacher, I think this is 
such a wrong way to build character. The objective of my teaching and 
learning is how students can learn the subject while building good 
character. If only learning English, why should I teach them? Students can 
learn English by themselves through the internet. When my students asked 
me why I teach English, I just replied, ‘To get money!’ {laughs}... 
Edi described how he would prefer to take students’ moral development as his 
professional priority rather than teaching the EFL subject. This also indicates a deep 
conflict about what he was teaching, and what he thought he should be teaching. Edi 
considered EFL to be a morally compromised subject which in some ways 
undermined his role as moral guardian.     
A similar opinion was articulated by Fahmi:  
Researcher: Do you consider yourself a teacher of children or a teaching of 
English? Why?  
Fahmi: Teacher of children. I personally feel deepest in my heart that 
teaching English is not my priority. Rather, developing students’ morality 
must be first priority. I believe, if students’ morality is good, their English 
competence will follow later on. However, when I consider the 
administrative issues, I have to prioritise English.  
Researcher: Can you tell me more about this? 
Fahmi: … For me English is merely related to the material world. English 
doesn’t have any effect on the students’ future. Teaching good character, 
however, will last forever. ... My mission is not to make them clever in 
English, because as I said before, it is such urusan dunia (materialistic 
dimension). Urusan dunia can be learnt later when they are grown up. But 
the urusan akherat [the hereafter as related to the spiritual dimension] must 
be firstly prioritized and cultivated. 
Like Edi, Fahmi reported his own priority on moral and spiritual development 
and suggested EFL was a morally compromised subject and less important subject 
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he taught since he just perceived EFL as merely related to the material dimension as 
opposed to the spiritual one. It is important here to understand that the binary 
between spiritual and materialistic dimensions is strongly classified in the Muslim 
community. In Islam, the “spiritual dimension is always more powerful” (Dhaouadi, 
1993 p. 157) and loftier than the materialistic one. Fahmi’s invocation of this binary 
indicates his religious beliefs informed his professional priority. When he considered 
English as only related to the material dimension, it suggests that he considered his 
attendance in EFL classes as mere compliance.  Further, he articulated briefly that it 
was only professional obligation that drove him to teach EFL. It also suggests that 
Muslim EFL teachers can feel compromised by teaching another culture's language 
and discomforted by how the tensions invoked with their religiosity.  
Three other private Islamic school teachers also highlighted developing 
morality as their professional priority. Hidayati explained such an opinion when she 
was asked about what she thought made a good teacher:     
…A teacher who can assist her students. If her students have problems, she 
will assist the students. There are many problematic students in this school, 
who face family problems. Also, a good teacher shares with students 
becoming like a parent to her students. I mean, she must not only be a 
teacher. ... 
 Hidayati suggested that a good teacher is concerned about students’ 
psychological and moral development when working with problematic students. 
Such an opinion was also expressed by Gita in the excerpt below:  
Gita: A good teacher is a teacher who understands her students. For 
example, as there are various kinds of students, teacher should understand 
them 
Researcher: Do you consider yourself a teacher of children, or a teacher of 
English? 
Gita: Teacher of children. Being a teacher of children, I could be very close 
to students. They may ask questions without feeling embarrassed, and then 
with such a close relationship I can guide them without considering our 
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including giving such reprimands for them to perform prayers. Hence, I 
could teach many things, not only English.  
 
Gita considered her role as one whose responsibility attached more to moral 
guardianship than teaching EFL.  As a moral guardian, she saw herself as a 
consultant for students that enabled her to enhance students’ moral development and 
their religiosity. By her account, she suggested greater concern about students’ moral 
development than their language competency.   
In conclusion, most of the teachers sampled in the private Islamic schools 
described their responsibilities as first and foremost moral guardians who are 
concerned about students’ emotional and spiritual realms, with less focus on the 
responsibilities of teaching English. In this way, the private Islamic school teachers 
tended to embrace responsibilities to develop students’ morality, while being less 
concerned about their responsibilities to enhance students’ English competence. 
Despite EFL being the subject they taught, two teachers (Edi and Fahmi) reported 
some dilemmas with EFL as a subject because, in their view, EFL did not align with 
their agenda in developing students’ morality. Unlike the sampled state school 
teachers, who were concerned about promoting both EFL and students’ moral 
development, the private teachers focused more on a responsibility for students’ 
moral development. To better understand the contrast between the two groups of 
teachers, the following section presents a theoretical description of how these 
differences arise.   
7.3 THEORETICAL DISCUSSION  
This section explores how the three aspects (curricular reform, teachers’ 
professional identity, and pedagogic practice) interacted with each other.  The first 
sub section (Section 7.3.1) explores teachers’ expectations of students’ behaviour 
and how such expectations were informed by the weaker or stronger framing of the 
curricular reforms. Section 7.3.2 discusses professional identities in terms of the 
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(Section 7.3.3) outlines how professional identity and teacher/student expectations 
determined the nature of pedagogic relations.    
7.3.1 Looking for connections  
As outlined previously, the 2006 SBC reform in Indonesia offered more 
freedom for teachers to plan their lessons. Therefore, teachers had more opportunity 
to modify teaching materials and teaching activities in their classes in such a way 
that students could acquire the relevant knowledge in the most appropriate way. 
Meanwhile, CE was introduced in 2010 requiring teachers to instil certain values into 
existing lesson plans. As outlined in Chapter 5, since CE was operating under SBC, 
teachers’ practices in implementing the CE policy were dominated by weaker 
framing considerations. Hence, as there were co-existing but contrasting curricula 
(stronger frame of CE and weaker frame of SBC) operating in the educational system 
in Indonesia, the discussion in this section reflects on how the two reforms 
contributed to teachers’ expectations about students’ conduct, character, and 
behaviour.   
Theoretically, teachers’ criteria for judging students’ behaviour reflected their 
desired framing of pedagogy, being a preference for either weaker or stronger 
framing. As mentioned in Chapter 3, under stronger framing (F+) of pedagogy, an 
ideal student is described as conscientious, attentive, industrious, careful, and 
receptive.  Under weaker framing  (F-) of pedagogy, Bernstein (2000, p. 13) notes 
that “conditions for candidature for labels will become equally trying for the acquirer 
as he or she struggles to be creative, to be interactive, to attempt to make their own 
mark".  Underpinning the weaker or stronger framing of pedagogy is the weaker or 
stronger framing of curricular reform as recommended by the ORF. Weaker framing 
(F-) in curricular reform suggests weaker framing of pedagogy. In this way, EFL 
teachers in Indonesia have been encouraged to implement more weakly framed (F-) 
pedagogy under SBC—as well as under the CLT approach—and then to adjust their 
model of the ideal student as having creative and interactive characteristics that 
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The data shows different pedagogic models held by state and private Islamic 
EFL teachers regarding their expectations of students’ behaviour. State school 
teachers aspired to weaker framed (F-) pedagogy since their criteria endorsed 
students’ behaviour as knowledge acquirers, such as being creative, active and 
interactive. In terms of the CE policy, state school teachers attempted to connect such 
criteria with the values stipulated by the ORF. For example, state school teachers 
mentioned characteristics that resonated with the ORF’s values of ‘creativeness’ and 
‘curiosity’ and ‘democratic’ respectively. In this way, teachers working in state 
schools could enact both the coexisting curricula—SBC and CE. They could 
accommodate and address the CE values within their SBC. Within the such weaker 
framed SBC, state school teachers also reported moving purposefully between F- to 
F+ pedagogy and upholding the ORF’s values that reflected attentive and more 
conservative behaviour such as ‘politeness’ and ‘religiosity’.  
In contrast to the state school teachers, the private Islamic school teachers’ 
expectations tended to be dominated by a stronger framing (F+) of the curriculum. 
Since they mostly wanted their students to be attentive, receptive, and industrious, it 
is suggested that, the weaker framing of SBC or CLT did not inform the way they 
labelled good students. Additionally, in terms of the CE policy, the private Islamic 
teachers hardly mentioned the ORF’s values in their expectations of students’ 
conduct, character and behaviour. Hence, there was little evidence that the CE policy 
informed the way the private Islamic school teachers judged their students.   
After analysing how the curricular reforms informed teachers’ expectations of 
their students, the following section considers how teachers’ professional 
responsibilities contributed to teachers’ expectations and their models of the 
teacher/student relationship.   
7.3.2 The breadth of teachers’ professional responsibilities 
From the analysis above, the two groups of teachers scoped different areas of 
responsibility. State school teachers reported that they were committed to enhancing 
students’ EFL competence, while at the same time reporting their responsibility for 
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their priority to develop students’ morality and behaviour. In other words, the state 
school teachers took responsibility for both the subject taught and students’ moral 
development. But, private Islamic school teachers prioritised their responsibility 
around the morality. 
These areas of responsibility could also be theorised by using Berlak and 
Berlak’s (1981) classification of dilemmas in schooling.  Within their category of 
control dilemmas, Berlak and Berlak outlined the tension between opposing modes 
of control over students, including attention to the whole child versus attention to the 
child as student. The whole child mode of control is concerned with the child's 
holistic development, while the child as student is concerned with privileging the 
child’s performance within the instructional discourse of the disciplinary field.  
According to Berlak and Berlak (1981), the former mode accepts responsibility for a 
wide range of developmental areas such as physical, emotional, moral, and a broadly 
defined conception of the intellectual or cognitive realms. The latter mode limits 
responsibility to those areas viewed as most directly related to the disciplinary field 
of a particular school subject.  
In this thesis, teachers concerns about students’ moral development might be 
thought of in terms of teachers’ control over students’ whole development. 
Meanwhile, teachers’ concern about students’ English language competency reflects 
teachers’ more specific area of responsibility for the child as a student of that specific 
disciplinary field.    This analysis has identified that, teachers who worked in state 
schools reported broader responsibilities—incorporating both the whole child and the 
child as student. The state school teachers accepted responsibility for controlling a 
wide range of student development such as emotional, moral, and even spiritual 
realms, as well as responsibility for developing students’ English language 
competence. In contrast, most teachers working in private Islamic schools tended to 
focus on the child's development as a whole child. These teachers accepted 
responsibility for controlling a wide range of student development, more particularly, 
in the emotional, moral, and spiritual realms. Their concern was focused on 
controlling students’ emotions, spirituality and morality at the expense of a 
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instruction.  Figure 7-1 illustrates the different realms of responsibility described by 










Figure 7-1 Teachers’ areas of expressed responsibilities 
 
Figure 7-1 visually maps how state schools and private Islamic teachers 
described their areas of professional responsibilities. The responsibilities of the state 
school teachers cover all the areas of students’ moral development and students’ EFL 
competence. The Islamic private school teachers, however, typically limited their 
responsibility to students’ moral development.  
This analysis suggests that the CE policy sits well with both sets of teachers 
and their sense of their professional responsibilities. In this way, all teachers in the 
sample described the whole child mode of control and embraced students’ moral 
development as an important responsibility. The CE policy aligns with teachers’ 
awareness of such responsibility.  However, as mentioned in the previous section, the 
CE policy informed the way the state and private Islamic school teachers labelled 
students’ behaviour but in different ways—via explicit and implicit alignment 
respectively. The following section presents theoretical reflection on how the 
teachers’ versions of their professional responsibilities corresponded with their 
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expectations of students’ behaviour, and then how these models determined teachers’ 
pedagogic practice.  
7.3.3 Connecting professional responsibilities, teachers’ expectations, and 
pedagogic relations 
An adjustment to framing from curricular reform contributes to the framing of 
control relations in pedagogic practice, including teachers’ model of the student.  
Bernstein offered an analysis of pedagogic practice by assessing how the power and 
control relations worked.  Framing of control relations in pedagogic practice decides 
communication within pedagogic practice; the stronger the framing of pedagogy, the 
more visible the process of knowledge transmission. In this way, teachers explicitly 
enhance students’ understanding of the rules of realisation. Most importantly, besides 
regulating the transmission of legitimate disciplinary knowledge, framing regulates 
the rules of social order in pedagogic practice. As Bernstein said, the rules of social 
order “refer to the forms that the hierarchical relations take in the pedagogic relation 
and to expectations about the conduct, character and manners” (1996, p. 13).   
As outlined in the empirical data analysis, weaker and stronger frames of 
pedagogy were typically implemented by state school teachers and private Islamic 
school teachers respectively. The domination of weaker framed SBC in state school 
teachers’ EFL classes was identified through their expectations about students’ 
conduct, character, and manners.  In addition to teachers’ preferences for interactive 
behaviours, the weaker framed curriculum enabled them to vary their expectations 
according to EFL activities. In this way, besides the state school teachers’ 
expectation of interactive behaviour in classes, these teachers also reported their 
expectation of attentiveness in certain EFL activities. In contrast, the private Islamic 
school teachers expected more attentive and industrious behaviour.  
Turning to teachers’ sense of professional responsibilities, Figure 7.2 visually 
maps how teachers’ sense of professional responsibility aligned with their 
expectations of student behaviour and pedagogic relations. The first column 
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represents teachers’ expectation on students, and the last column is the extent to 
which power and control relations played in pedagogic practice. 
 
    
 
State teachers 
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Figure 7-2: Teachers’ areas of responsibility and teacher-students relation  
 
The dashed frames in Figure 7-2 indicate the domination of F- SBC in EFL 
classes of sampled state school teachers, while the solid-line frame represents the 
domination of F+ curricular reform. In terms of pedagogic relations, the F- SBC 
dominated the state school teachers’ preferred model.  However, the F- SBC 
informed the private Islamic school teachers less, since—learning from the teachers’ 
accounts—the F- model does not work well with disruptive classes. The double 
headed arrows indicate that the teachers’ areas of responsibilities corresponded with 
their expectations of students’ conduct and behaviour. Then, teachers’ professional 
responsibilities and their expectations regarding students’ good conduct determined 
teachers’ pedagogic practice in terms of control and power relations. The state school 
teachers who described multiple responsibilities tended to vary their expectations of 
student behaviour. The variation in the expectations and professional responsibilities 
produced the varied control relations in pedagogic practice: weaker and stronger. In 
contrast, the private Islamic school teachers described responsibilities restricted to 
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the area of moral development and had less flexible expectations in regard to 
students’ behaviour. The limitations on their responsibilities and their expectations 
produced stronger framing in their pedagogic relations by which teachers sought to 
exercise more overt power and control in their pedagogic practice.    
7.4 CONCLUSION  
The weaker framing of SBC informed the state school teachers’ practice but 
not the private Islamic school teachers. Within the greater freedom of SBC, state 
school teachers varied their expectations and extended their sense of professional 
responsibility. While private Islamic school teachers did not engage with such 
curricular reforms, they tended to limit their responsibilities and expectations.  
Teachers’ models of good or ideal students worked in alignment with their 
expectation of learning outcomes. Teachers who preferred attentive and industrious 
behaviours tended to promote stronger pedagogic relations, through which they 
exercised their power in terms of reprimand and punishment. In contrast, teachers 
who regarded interactive behaviours as ideal sought to provide engaging teaching 
methods that helped their students build curricular knowledge.  
In terms of teachers’ sense of professional responsibility, the teachers from 
state schools described more extensive responsibilities, accountable to both aspects 
of pedagogic discourse—preparing engaging EFL classes and developing students’ 
morality and spirituality. Meanwhile, private Islamic school teachers were concerned 
more about students’ moral and spiritual development. And thus private Islamic 
school teachers confined their practice more to moral matters. 
In addition, this chapter found teachers’ perceived professional responsibilities 
to be another factor that contributed to both criteria governing students’ behaviour 
and pedagogic practice. If teachers described multiple senses of responsibility, they 
created layers of expectations. State school teachers who described more complex 
responsibilities also varied their expectation of students’ behaviour depending on the 
EFL activity. This variety was less evident in the practice and reports of the private 
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of SBC that was supposed to be implemented through CLT was not realised fully in 
the sampled Islamic private schools. The extent to which the sense of professional 
responsibility contributed to teachers’ dilemmas and professional learning will be 
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Chapter 8: Teachers’ dilemmas with CE 
within SBC    
8.1  INTRODUCTION  
 The previous analysis chapters explored the EFL teachers’ experiences in 
implementing two curricular reforms: the broader shift to SBC; and the introduction 
of CE. Chapter 5 indicated that the two groups of teachers in Indonesia—state school 
teachers and private Islamic school teachers—had different levels of understanding 
of these curricular reforms because the two groups of teachers had been differently 
resourced for this process. As a result, three different models of implementation or 
recontextualisation were identified: curriculum developer, curriculum servant, and 
curriculum absence. Chapter 6 explored teachers’ dilemmas with the reforms and the 
teachers’ patterns of resolution. Chapter 7 described how the two curricular reforms 
with their different framing shaped teachers’ concepts of good students, teachers’ 
sense of professional responsibility, and the teachers’ preferred pedagogic relations. 
It was found that the state school teachers’ preferred a model of power and control 
relations that reflected the philosophies underpinning both SBC and CE, while that of 
the private Islamic schools teachers was more influenced by the philosophy 
underpinning CE.   
This final chapter will make connections across the analytical phases in order 
to address the main research question of ‘How do EFL teachers in Indonesia engage 
with official curriculum reform in character education in the context of new forms of 
teachers’ professionalism?’,  including the  sub-questions: i) How do EFL teachers 
understand the curricular reforms in character education and school-based curriculum 
framework?; ii) What issues do teachers report  when  enacting character educational 
policy; and iii) How do they resolve these issues in their teaching? 
Any curricular reform and its implementation inevitably involve action and 
reactions by agents in both the ORF and PRF respectively. The co-existence of two 
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dilemmatic space that produced different dilemmas, patterns of resolution, and 
outcomes in the teachers’ work of recontextualisation, as will be discussed in this 
chapter.   
Drawing from the previous analysis chapters, the three main dilemmas reported 
when implementing the curricular reforms were: i) dilemmas stemming from 
curricula with different framing; ii) dilemmas in selecting, prioritising, and 
implementing CE; and iii) dilemmas stemming from the contradictions between the 
Western orientation of EFL, the secular nature of CE, and the religious values held 
by the teachers. To address the research questions, this final analysis will reconsider 
theories of ideology in curriculum, dilemmas and dilemmatic space, teachers’ 
professionalism, recontextualisation, and pedagogic discourse. The chapter will 
review this study’s contributions to theoretical and practical fields, with reflections 
on the limits of the study and future research directions.   
8.2 TEACHERS’ DILEMMAS WITHIN THE CO-EXISTING 
CURRICULAR REFORMS   
This study was conducted in a complex national setting when two different 
curricular reforms were being implemented concurrently: CE was introduced within 
the broader context of SBC reform. Using Bernstein’s analytical language, the two 
curricula were understood to be designed to achieve different framings: CE had 
strongly framed teachers’ role, requiring teachers to incorporate values into all 
lessons, while the SBC reform sought to weaken framing, offering teachers more 
freedom to develop curriculum content to suit their local settings.  
To model the different framings of the two curricula and teachers’ 
recontextualisations, Figure 8.1 represents the weaker framing of SBC by a dashed-
line arrow while representing the stronger framing of CE by a blocked arrow. The 
double headed arrow for SBC indicates the greater possibilities in teachers’ 
curriculum recontextualisation. The single headed arrow for CE indicates the more 
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   Figure 8-1: Framing models for two curricular reforms over time and realms of 
recontextualisation models  
Figure 8-1 illustrates how the two curricula were typically understood by 
teachers and how the stronger framing of CE was introduced when the weaker 
framing of SBC had been underway for a few years. The teacher participants 
described the SBC as offering more ‘open space’ to make judgments when preparing 
teaching materials and activities. Into these professional conditions, CE was 
introduced  as a more strongly framed curriculum requiring teachers to formalise 
their roles as moral guardians and prescribing  values to incorporate into lessons. 
The analysis suggests that the two curricular reforms with different framing 
produced a dilemmatic space for teachers’ work of recontextualisation. With the 
theoretical concept of dilemmatic space, teachers’ dilemmas are regarded as socially 
constructed as a result of structural conditions and relational aspects in teachers’ 
everyday practice (Fransson & Grannäs, 2013). In this way, how the ORF framed its 
curricula, and to what extent educational boards (PRF1) and school contexts 
supported their teachers produced teachers’ (PRF2) dilemmatic space. Firstly, the 
‘open space’ offered by SBC allowed better resourced teachers to consider different 
ways to implement the CE policy, including which values to model, and how to 
          School-based curriculum 2006-2013 
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model or teach the values with their local school context in mind. For example, 
besides the CE 18 stipulated values, the state school teachers still felt able to insert 
other values in accordance with the school’s context. Such positioning within the 
dilemmatic space contributed mostly to the two different recontextualisation modes 
of curriculum developer and curriculum servant. In contrast to curriculum developers 
who struggled to resolve the inherent dilemmas, curriculum servants made token 
gestures towards any recontextualisation of CE. Secondly, the less resourced teachers 
suggest that the weaker frame of SBC overruled the stronger frame of CE.  Despite 
their support for the philosophy of CE, the sampled private Islamic school teachers 
did not implement the CE policy as required and intended by the ORF. Such 
dilemmas produced the recontextualisation models of curriculum servant and 
curriculum absence. Despite no evidence of CE in the documented practice and 
lesson details, the teachers in the curriculum absence category reported that they had 
recontextualised CE by their own version, that is, a reactive moral education 
approach (Section 6.2.3).     
Although all teachers reported that their role was more strongly framed under 
CE as moral guardians, they used the weaker framing of the SBC as a reason to 
adjust or to inform their choices when implementing the CE policy.   In this sense, 
the state school teachers understood that SBC gave them more flexibility to create 
their own lesson plans, to nominate values, to decide what version of CE to use, and 
to decide how to teach or model the nominated values in the classrooms. 
Interestingly, the private Islamic teachers perceived the SBC from a quite different 
point of view.  The recontextualisation models of curriculum servant and curriculum 
absence suggest that private Islamic school teachers viewed SBC as giving them an 
option—rather than an obligation—of whether to recontextualise or not to 
recontextualise CE. As a result, these teachers often decided to adopt colleagues’ 
lesson plans or leave CE unimplemented.   
8.2.1 Weaker/stronger framing and teachers’ professionalism  
Theoretically, weaker framing of curricular reform would support teachers’ 
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supposed to enhance teachers’ professionalism by allowing teachers to exploit their 
own creativity and ideas to find the best practice for their particular classrooms 
(Hargreaves & Goodson, 1996; Luke et al., 2012; Schleicher, 2008). However, this 
study’s analysis suggests that such theory does not apply totally in this study’s 
setting, since the sampled teachers demonstrated a variety of recontextualisation 
models. While the curriculum developer would fulfil the expectation that weaker 
framing is professionalising, this was not the case for the model of curriculum 
absence, where the teacher was in effect de-professionalised, unable to act on the 
curriculum reform. The curriculum developer model was mostly evident among state 
school teachers, while the curriculum absence model was evident among the private 
Islamic school teachers.  
For most of the state school teachers, weaker framing could re-professionalise 
them.  The state school teachers were able to consider the conflicting policies of CE 
and SBC, and use their professional discretion. The data shows that the state school 
teachers nominated the stipulated values. They added some other values and applied 
these in different versions of CE. Meanwhile, the weaker framing had the opposite 
effect on the private Islamic school teachers. The freedom offered by the weaker 
framing of SBC served to de-professionalise the private Islamic school teachers in 
the sense of less evidence of the CE policy in their classes.  Instead of exploring their 
own creative solutions  to finding teaching materials that met the students’ needs and 
the school’s values,  the private Islamic school teachers resorted to copying other 
teachers’ material for classroom use or even left the CE policy unimplemented.  
Learning from the teachers’ accounts, this study would suggest the education 
system’s investment was the most influential factor enabling teachers’ confidence in 
recontextualisation, and therefore promoting professionalism. Figure 8.2 below 
visually represents the significance of the system’s investment to enhance teachers’ 
professionalism. As mentioned previously, teachers’ professionalism in this study 
could be seen from their modes of recontextualisation.  The three recontextualising 
models (curriculum developer, curriculum servant, and curriculum absence) are 
hierarchically ranked in terms of their degrees of professionalism (see Section 5.4).  
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support to assist teachers in implementing the curricular reforms. The black arrows 
represent each teacher’s rank within the recontextualisation models (the letter labels 













Figure 8-2: Systemic investment and recontextualisation models 
 
Figure 8-2 captures how the system’s investment has enabled the professional 
practice of all the state school teachers to move beyond the realm of curriculum 
absence. Three of the four state school teachers exhibited the highest rank of 
recontextualisation. In contrast, with a lack of systemic investment, the practice of 
three out of the five teachers in private Islamic schools fell in the domain of 
curriculum absence. No private Islamic school teacher in this study was observed to 
practice in the highest rank of recontextualisation models (curriculum developer), 
although some of them reported a degree of personal investment towards their 
professional learning (See Section 5.5.2). Hence, teachers in this sector relied on 
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personal investment of time and effort to achieve the professionalism to support the 
modest second level of recontextualisation models, but not beyond that level. 
Therefore, in terms of weaker/stronger framing of curriculum and teachers’ 
professionalism, this study indicates that the weaker framing of curricular reform has 
mostly served to re-professionalise one category of well-resourced teachers in the 
stratified workforce but also, concurrently, served to de-professionalise the other less 
resourced category. Groups of teachers with plenty of government investment in 
their professional learning took the weaker framing of SBC as an opportunity to 
develop teaching materials in accordance with school values and class 
characteristics. The other group of teachers who lacked such government support and 
professional investment did not understand the weaker frame as an opportunity to 
develop their own teaching materials. Most of the private Islamic school teachers did 
not implement the policy; their English lesson plans did not nominate any of the 
stipulated values.  
Although theories of curricular reform suggest that weaker framing of 
curricular reform supports informed professionalism and thus re-professionalises 
teachers, this study has demonstrated polarised outcomes in the different workforce 
conditions of Indonesia. Teachers will approach the higher degree of freedom to 
recontextualise curriculum as either an opportunity or a challenge depending on their 
learning experience and systemic supports. In this study, teachers who had the 
privilege of government investment in their professional learning displayed higher 
motivation to learn more about the reform and to implement it. When they had 
neither support from the government nor their school organisation nor the personal 
investment (see Section 5.5.2) to pursue the necessary professional development, 
their opportunity for recontextualisation amounted to curriculum absence.  In sum, 
this study suggests that there can be an implicit threshold inherent in the relationship 
between curriculum framing and professionalism. Above this threshold, weaker 
framing is enabling while stronger framing is constraining; below the threshold, 
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8.3 DILEMMATIC SPACE WHEN IMPLEMENTING CHARACTER 
EDUCATION  
In addition to the dilemmatic space of differently framed curricula, the 
different levels of understanding of the CE policy among teachers also produced a 
dilemmatic space. State school teachers, who could describe a detailed understanding 
of its curriculum content, illustrated the case of the curriculum developer and servant 
models. The private Islamic school teachers, who understood only general ideas of 
the reform and overly pragmatic ways to implement the policy in EFL classes, 
exemplified the models of curriculum servant and curriculum absence.  
State school teachers’ practice evidenced the higher ranks of 
recontextualisation, as they implemented the reform based on the versions sanctioned 
by the ORF. Meanwhile the private Islamic school teachers were distributed across 
the lower ranks since these teachers (as agents of PRF2) did not have access to the 
regional educational board’s (PRF1) professional learning programs. In addition to 
their differential access to  professional learning, the private Islamic school teachers’ 
difficulties in regulating students’ classroom behaviour was the main reason behind 
the absence of effort to incorporate the curricular reforms. As outlined in Section 
6.2.3, frequent disruptive behaviour from students that interrupted their teaching 
activities displaced any efforts to recontextualise CE in class. Theoretically speaking, 
as the ID is embedded in, and reliant upon RD, teachers’ ability to regulate their 
classes is the prerequisite for knowledge transfer. Conversely, when these teachers 
felt they still had problems establishing and maintaining an operative RD, they were 
not able to progress the ID. In this way, teachers could neither teach their English 
lesson in accordance with the curriculum nor teach the CE values as ID since they 
were busy regulating classroom behaviour. For this reason, Islamic school teachers’ 
acting for the best did not involve any attempts to engage with or resolve curricular 
dilemmas. As a consequence, their practice was effectively disconnected from the 
ORF’s curriculum policy of CE. Hence, there is an irony around the practice of the 
private Islamic school teachers in that the CE was intended as a social intervention to 
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CE policy that proposed a more deliberate moral education did not solve the 
problems present in establishing the RD. 
For these reasons, teachers’ dilemmas and their resolutions are rendered 
differently for each sector. As outlined previously, this thesis adopts the theory of 
dilemmatic space that understands dilemma as a social construction resulting from an 
awareness of structural conditions and relational aspects in teachers’ practice. In this 
study, structural conditions constitute regulations issued by the ORF including 
curricular reforms. Meanwhile, the relational aspects arise from the PRF, including 
school context and teachers’ personal values and beliefs.  Figure 8.3 models the 
dilemmatic space for state school teachers.  
Figure 8-3 shows that the state school teachers’ dilemmas emerged from their 
awareness of tensions inherent in the amalgam of structural and relational 
considerations.  An awareness of structural conditions produced teachers’ obligation 
to follow the ORF’s curriculum guidelines and enact the ORF’s curriculum.  State 
school teachers’ awareness of the context’s relational aspects invoked their 
consideration of relevant teaching materials, school context and students’ needs, as 
well as teachers’ personal priorities for curricular values. This analysis found 
teachers sought to accommodate all considered aspects in their practice. As the 
result, these teachers actively struggled to ‘act for the best’ (Honig, 1994) in order to 
recontextualise CE into their practice through improvising, implementing both 















                   
     
  
 





       
 
 
                                             
        
              
         
 
                    
 
                    
Figure 8-3: State school teachers’ dilemmas and their practice ‘for the best’ 
 
While Figure 8-4 below maps the Private Islamic school teachers’ dilemmas in 
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Figure 8-4: Private Islamic school teachers’ dilemmatic space and their practice ‘for 
the best’  
 
Figure 8-4 shows how the private Islamic school teachers’ dilemmas emerged 
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school teachers who sought to reconcile both structural conditions and relational 
aspects, teachers working in the private Islamic schools encountered intransigent 
dilemmas embedded in their working conditions. The dashed line between the ORF 
and private Islamic school teachers’ dilemmatic space indicates: i) the ORF 
curricular reforms do not create any dilemmatic space for these teachers; ii)the 
ORF’s curricular reforms are rendered largely irrelevant to these teachers’ 
recontextualisation work; iii) the ORF’s failure to recognise how the conditions 
under which these teachers worked indirectly contributed to prolonging their 
dilemmas. Such disconnection between the private Islamic school teachers and the 
ORF produces another problem: the lack of conducive working conditions renders 
invisible any considerations of both structural aspects of the ORF’s reforms and 
relational aspects such as students’ interests. While wrestling with the sectoral 
problems, with fewer supports from the government (ORF) and pedagogues in 
educational boards (PRF1) (as outlined in Chapter 5), these teachers recontextualised 
the curricular reforms differently, while still acting for the best within their 
circumstances and constraints. Their acting for the best meant adopting other 
people’s lesson plans to their setting, teaching other values (of their professional 
priority), and implementing a reactive approach to moral education.   
8.4 DILEMMATIC SPACE WITHIN THE EFL CLASSROOM 
All Teachers reported SBC to be their preferred model of curriculum 
implementation as it granted them some discretionary space to design their lesson 
plans (see Section 5.3.1). SBC allowed teachers to accommodate students’ varying 
experiences rather than ‘inherit’ topics. The boundaries between different types of 
knowledge was so blurred or the knowledge was so weakly classified that students 
could talk about the knowledge with which they were familiar rather than discussing 
EFL as the knowledge (ID) topic.  In this way, teachers were able to consider 
students as knowledge acquirers rather than as passive knowledge recipients. Using 
Bernstein’s analytical language, the weaker framing (F-) of SBC accommodated a 
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learners. Hence, the SBC tended to promote the movement from teacher-centred to 
student-centred approaches in EFL teachers’ practice.  
As outlined in Section 1.5.3, the reform of EFL teaching and learning in 
Indonesia has sought to implement contemporary English language teaching 
pedagogies developed in Western language education.  In this way, Indonesian EFL 
teachers have undergone a broad shift in language pedagogy from grammar-
translation to the CLT approach. As outlined previously, CLT is an approach that 
embraces a “learner-centred and experience-based view" of second language 
teaching (Richards & Rodgers, 2001, p.158). Such an approach accords with the 
Indonesian SBC (Section 2.4). 
Learning from teachers’ accounts, there were unique dilemmatic spaces 
encountered by teachers in EFL classrooms. The teachers’ dilemmatic spaces resided 
in the conjuncture of three competing forces: the CLT approach projecting values 
associated with English as the product of another culture; the secular morality of CE; 
and the teachers’ professional priority of religiosity.  Positioned in the competing 
moral forces of this dilemmatic space, teachers reported a variety of different 
resolutions.   These resolutions then produced different models of student-teacher 
relations. The sampled state school teachers perceived the multiple aspects to be 
complementary, while private Islamic school teachers reported a sense of dissonance 
when aligning their EFL practice with the CE policy and teachers’ own professional 
priority of ‘religiosity’ values. The state school teachers, who considered the 
competing forces to be complementary, reported tensions or dilemmas regarding the 
ideal proportion of ‘religiosity’ in EFL classes. They also reported tensions in the 
way they valued attentive or interactive students.  Private Islamic school teachers, 
who were less well-resourced but faced more problematic classes, understood the 
moral forces to be competing, not complementary in their classes. Figure 8.5 




















Figure 8-5 State school teachers’ moral resolutions in their EFL classes   
 
The better resourced state school teachers embraced all three moral forces as 
opportunities. These teachers modified their EFL classes in accordance with current 
CLT approaches while incorporating aspects of the ORF’s CE reforms and instilling 
teachers’ professional priority of ‘religiosity’. In this way, the diagram shows how 
these forces operated in the state school teachers’ EFL classes.  Hence, the weaker 
classification of knowledge that is promoted by both SBC and CLT enabled teachers 
to discuss and model different values including ‘religiosity’ in their EFL classes. In 
addition, the two-way interaction promoted in CLT was evident in state school 
teachers’ EFL classes as a way to invite learners’ participation. In terms of preferred 
models of relations, these teachers negotiated across stronger and weaker models of 
control and power in teacher-student relations. The combination of SBC and CLT 
lead to teachers’ preference for interactive students at times, while the CE stipulated 
values and professional priorities produce teachers’ preference for attentive students 
at other times.   
Similarly, the private Islamic school teachers also used the weaker 
classification of knowledge promoted by SBC and CLT as an opportunity to instil 
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their professional priority of value in their EFL classes. However, having limited 
professional learning opportunities and more complicated working conditions, these 
teachers could not reconcile the structural conditions and relational aspects. In 
addition, since the private Islamic school teachers considered that EFL teaching and 
learning was not compatible with their role to develop the morality of Indonesian 
youths—as informed by CE and their personal beliefs —their EFL classes were 
dominated by the value of ‘religiosity’ (see Section 7.2.2). In this way, the private 
Islamic school teachers placed more emphasis on the teaching of their professionally 
prioritised values in their EFL classes rather than teaching their students about 
English. And, there is lack of evidence of CE implementation in their classes.  For 
this reason, the diagram shows these forces as mutually exclusive, and not 
overlapping, or interacting. As a result, despite the weaker classification and framing 
promoted by SBC and CLT, these teachers’ operative model of a good student as the 
attentive student was strongly framed. The practice of teachers of private Islamic 











Figure 8-6 Private Islamic school teachers’ moral resolutions in their EFL classes. 
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moral forces in their EFL classes. In this way, these teachers’ professional priority 
for the transmission of religiosity was more dominant than the other forces in EFL 
classes.  Therefore, despite the SBC’s and CLT’s compatible promotion of a model 
of interactive students as knowledge acquirers, the private Islamic school teachers 
only endorsed the behaviour of attentive and compliant students. Teachers mostly 
switched the mode of student-teacher interaction from two-way to one-way 
interaction after ‘unexpected’ responses were obtained (Section 7.2.1). Teachers 
often abandoned attempts to use different models of teacher-student relations as 
students were disruptive, there were interruptions, and confrontations between 
teacher and students (as can be seen in Appendix J).  
8.5 THEORETICAL IMPLICATIONS OF THIS STUDY 
This study of the layered curricular reforms and the EFL teachers from 
particular settings contributes to the sociology of education in a number of ways. The 
intersecting application of theories of curricular reform, teachers’ professionalism, 
dilemmatic space, and morality in education offers an elaborated way of thinking 
about teachers’ personal and professional strategies for coping with morally infused 
curricular reform. 
The key findings make five major contributions to this field of enquiry.  First, 
the findings have indicated that curriculum always involves competing ideologies 
and its implementation involves refraction through pedagogic recontextualising 
agents. Second, the findings demonstrate the use of theory of dilemmatic space to 
understand how layered curricular reforms impact on teachers’ practice.  Third, the 
findings contribute to developing a theoretical approach to professional knowledge 
as dilemma-solving curriculum implementation. Forth, this finding contributes to 
theorisation of how the framing of curricular reform impacts on teachers’ models of 
student/teacher relations. The fifth contribution is to the theorisation of how morality 
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8.5.1 The intervene of ideology and politic in curriculum and its implementation 
This study has indicated that curriculum and education ultimately become a 
political matter and is never ideologically free. The intervention of various groups of 
people in the processes of schooling through curricular reform and curriculum 
implementation has been made evident in this study. As described in Section 3.2.2, 
reform in curriculum involves contestation that engages the cultural selection, values 
and aspirations of powerful social groups (Jeffers, 2011; Labaree, 1997; McDonald, 
2003), and there are always questions regarding what groups initiate a change, what 
values are weakened, and “what values remain strong” (Bernstein,  2000, p.15). This 
will be the case in any implementation of ORF’s curriculum. Bernstein’s concept of 
recontextualisation suggests that when curriculum is implemented there is always a 
potential gap in which “ideology can play” (2000, p.32).    
Similarly, historically, politics and ideology have intervened inIndonesia’s 
curricular reforms. In the first years of independence, nationalism and patriotism 
were strengthened in the Indonesian curriculum. Then with the start of the New-
Order government, the 1968 curriculum was constructed to emphasise and 
promulgate the national ideology of Pancasila and unity in diversity (see Section 
1.4.1) to maintain the nation’s fragile harmony. After the fall of the New-Order 
regime, provinces and municipalities demanded greater autonomy. Hence there was 
the shift from centralisation to decentralisation. This general shift in government lead 
to the introduction of the 2004 SBC that aimed to accommodate local needs and 
values. Since then, values derived from school communities resonate in Indonesian 
schooling.  More importantly, this study indicates how the dominant culture and 
religion of Indonesian communities has foregrounded  values of religiosity in state 
school classrooms, including EFL classes. In addition, the government’s CE policy 
that also stipulated the value of ‘religiosity’ (see Section 1.4.3) has justified the 
intensification of the values of religiosity instilled not only by the school community 
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8.5.2 Dilemmatic space in curricular reform  
In contrast to previous studies about dilemmas in schooling  such as that 
provided by Berlak and Berlak (1981), Buzelli and Johnston (2002),  LePage et al. 
(2011), and Briant and Doherty (2012), who perceived dilemmas to be derived from 
the teacher as an individual, this study identified dilemmas as socially constructed 
contradictions between the structural context and its relational conditions.  In this 
way, this study has applied and elaborated on the theory of dilemmatic space 
(Fransson & Grannäs, 2013) in educational settings. This study suggests dilemmas 
do not merely emerge from within but rather, acknowledges the interdependency 
between individuals, their relations to others and the structures that govern their 
practice. Given this study’s focus on teachers’ dilemmas when adapting their practice 
to multiple curricular reforms, Berlak and Berlak’s dilemmas at schooling, Fransson 
and Grannäs’s dilemmatic space, and Bernstein’s concept of recontextualisation were 
used to explain teachers’ orientation to dilemmas and their resolutions.   
This finding suggests that the curriculum and its implementation are social 
productions and social interactions respectively. Teachers’ dilemmas in 
recontextualising the curriculum and their resolutions were produced by and within 
the competing forces to which they oriented in various ways. On this point, dilemmas 
emerged only if teachers oriented to the combination of structural condition and 
relational aspects. Hence, since teachers reported different levels of orientation 
towards the combination, they expressed different dilemmas when coping with the 
curricular reforms, and eventually different resolutions in acting for the best. By 
describing teachers’ different dilemmas and different resolutions in acting for the 
best, this study described different models for the recontextualisation of curricula: 
curriculum developer, curriculum servant, and curriculum absence. 
8.5.3 Professional knowledge as dilemma-solving curriculum implementation  
As were preceded by teachers’ awareness of the nexus of structural conditions 
and relational aspects, this study suggests social interventions will invoke teachers’ 
awareness then precipitate dilemmas. Dilemmas in curriculum recontextualisation 
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dilemmas and resolutions were produced by a stratified system, most particularly, in 
regard to professional learning opportunities and school sector. In this way, teachers 
who experienced more systemic privileges and support reported more aspects to 
consider in the dilemmatic space. In contrast, teachers who received less systemic 
support remained focused on managing their contextual problems.  
This study also suggests that teachers’ dilemmas make a significant impact on 
any process of curriculum implementation. The more elements the teachers 
considered in the dilemmatic space, the more conscious efforts the teachers made to 
act for the best in terms of adapting and developing the curricula to suit their context. 
Conversely, when teachers oriented to fewer elements in the potential dilemmatic 
space, they reported less effort to engage with the ORF initiative. As a consequence, 
teachers expressing more dilemmas demonstrated the ‘richest’, most engaged 
recontextualisation model.   
As outlined previously, a dilemma triggers teachers’ conscious efforts to act for 
the best. Prior to that, teachers’ awareness of multiple aspects is critical in promoting 
teachers’ dilemmas. This study suggests that teachers’ awareness could be raised by 
more problem-based professional learning because such professional learning can 
offer the first step to alert teachers to what the curricular reform intends, and their 
crucial work of recontextualisation. Then, ongoing professional learning allow 
teachers to always consider structural conditions and relational aspects while 
recontextualising curricula in classes. This study suggests that some teachers’ higher 
degree of awareness and consideration of such issues informed their  
recontextualistion and resolutions that strived to meet the ORF’s intent, within their 
local class contexts, as well as incorporate their own professional priorities.   
8.5.4 Framing of curricular reform as power and control relations 
Previous studies such as that produced by Nonkukhetkhong, Baldauf, and Moni 
(2011), Lengkanawati (2011), and Yeh (2011) suggest that the Western 
communicative approach to language pedagogy requiring teachers to switch to 
learner-centeredness has been difficult to implement in EFL contexts, including 
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practice; EFL teachers’ low competence in the English language as a main hindrance 
to implementing such an approach; and a discrepancy between theory and practice. 
Despite similar studies being conducted in Indonesia (Chapter 2, Section 2.4), my 
research findings can contribute to a better understanding of how the philosophy 
underpinning such approaches challenges EFL teachers’ professional concept of 
student-teacher relations.  
This study elaborates the existing theory of power and control relations when 
explaining how two opposing curricula differently framed teachers’ concept of good 
students and good teachers. In spite of the weaker frame of SBC that aligned with the 
CLT approach, the stronger framing of the CE policy aligned better with these 
teachers’ models of good teachers. In short, all sampled teachers agreed that good 
teachers should focus on students’ moral development. However, in contrast to the 
private Islamic school teachers who considered teaching morality more important 
than teaching English as subject, the State school teachers’ preferred model of good 
teachers was one that had a more complex role: not only concentrated on students’ 
moral development but also on students’ English competency. In other words, the 
models inherent in the CE policy and CLT approach competed in the State school 
teachers’ preferred model of good students. Hence, while both groups of teachers 
described a preference for attentive behaviour (F+) from their learners, state school 
teachers equally valued a model of students as active knowledge acquirers (F-). 
In terms of power and control relations, the private Islamic school teachers 
who were more focussed on moral development tended to prefer stronger framing of 
relations. As a consequence, reprimands and punishments dominated their EFL class 
interactions. Meanwhile, the state school teachers who described their 
responsibilities as including both a general moral focus and the EFL curriculum 
tended to move between stronger and weaker framing of relations as appropriate to 
the lesson phase.  
To summarise, the weaker framing of curriculum promoted by SBC and CLT 
could not inform teachers whose classes were troubled by challenging classroom 
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interactive classes, was risky and problematic and often made the class behaviour 
deteriorate with interruptions and interventions. As a consequence, the private 
Islamic teachers exercised their judgment by managing their classes with stronger 
framing (indicated by punishments and reprimands) and an expectation of attentive 
behaviour. 
8.5.5 How morality is operationalised in EFL classes 
Turning to theories of morality in education, this study links back to 
Durkheim’s (2002) distinction between secular and religious moralities in education 
as well as Bernstein’s concepts of pedagogic discourse, ID/RD, and 
recontextualisation. As outlined in Chapter 3, Durkheim’s interest in morality in 
educational institutions was focused on the inculcation of a secular morality through 
a rational language whereby mass schooling could deliver the shared values of 
nation, rather than the moral values derived from a particular religion. Bernstein 
(2000) elaborates on Durkheim’s ideas by conceptualising school as one form of 
symbolic control, or regulator of cultural reproduction and its change.  Bernstein 
pursues these issues into the micro interactions of educational practice, by 
conceptualising pedagogic discourse. He pointed out that pedagogic discourse is 
constituted by ID embedded in RD or a moral discourse. In other words, any 
pedagogic practice in classes includes both what knowledge to teach and how to 
manage the pedagogic relations. Hence, this study suggests that EFL classes were 
crafted through teachers’ consciousness of how to teach English as a subject.  Such 
consciousness, reflected through teachers’ planning, design and practice, involved 
teachers’ moral choices in their regulative design.  
This study’s empirical focus on morality in the curriculum identified several 
theoretical challenges. First, when teachers were troubled with students’ disruptive 
conduct, their focus on the subject matter was displaced. The theory of pedagogic 
discourse would argue that RD has to be settled before ID can come to the 
foreground. However, the establishment of this basic premise is becoming difficult in 
particular settings, as the private Islamic teachers reported students’ disruptive 
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widely promoted in both the private Islamic and the state schools through ritual 
activities and teachers’ professional priorities (Section 6.2.3). The fact that the 
notionally secular state schools promoted religious morality to address their youths’ 
moral problem, contrasts with Durkheim’s focus on rational moral education in mass 
schooling. In addition to the religious values that resonate in both the Islamic and 
state schools’ atmospheres, this study indicates that teachers’ professional priority of 
‘religiosity’ was also being transmitted in their EFL classes as part of both ID and 
RD. Hence, the CE policy was recontextualised in a way that teachers could model 
or teach the nominated values, while using the discursive gap to instil ‘religiosity’ in 
their EFL classes.    
Therefore, this study has argued that there is a layering in the moral premises 
operating in EFL classes. Besides the deeper layer rooted in the community at large 
which aims to counter national problems such as corruption, youth’s moral decline, 
and ethnic conflicts, another layer derived from the stipulated CE values that were 
modelled and taught in EFL classes. Interestingly, the ‘religiosity’ that stems from 
the deeper layer of morality emerged in EFL classes in both Indonesian state schools 
and the private Islamic schools since ‘religiosity’ was regarded by the sampled 
teachers as the answer to cure such problems. On this point, the Indonesian state 
schools that are charged with promoting a secular morality (Chapter 1, Section 
1.3.1), have called for more attention to religious morality. This call for religiosity 
from the PRF2, however, is not just happening in Indonesia. Hotam and Wexler 
(2014) argue that this phenomenon is taking place in what they term the ‘post-
secular’ society. ‘post secular society is contemporary society that is  characterised 
by its “return to religious and/or spiritual quests” (2014, p. 2). The return of religious 
quests in the educational field should not to be seen as replacing secularity. Rather, 
theoretical approaches to morality in education will need to consider how religiosity 
and secularity interact in contemporary education. 
8.6 PRACTICAL IMPLICATIONS  
The analysis undertaken in this thesis identified teachers’ experiences with 
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resolutions. On these grounds this study suggests that, prior to any curricular reform, 
there must be greater consideration among policy makers about the complexities 
inherent in the contexts in which teachers work. This study draws the conclusion that 
teachers relied on the professional learning opportunity to engage with the curricular 
reforms, but unfortunately, not all teachers had the same access to such professional 
learning opportunities.  
Change in education and curricula is constant, resulting from any nation’s 
negotiation with future challenges as well as the fact that school is a cultural 
production responsive to the times and ideological flows. There are three 
implications that need to be considered. First, policy makers need to have more than 
clear objectives when issuing the reform. They need also to consider how to 
promulgate the reform, to monitor, and to evaluate its implementation in all schools.  
Prior to adopting such a one-size-fit-all policy, the government should not disregard 
the context of stratified school tiers and differences in teachers’ professional 
confidence. Hence, there must be systematic and intensive attempts from 
governments to assist all teachers regardless of their professional status to understand 
the intent and implementation of the reform. Secondly, teacher educators should 
prepare their future teachers to be able and prepared to adapt educational change as 
well. Thirdly, educational providers such as school organization and school 
principals need to facilitate and support their teachers’ access to professional 
learning. Any curricular change requires people at schools to be aware of what the 
reform will change in their practice, then to think and learn how to implement the 
reforms in their context. These could be problem-solving conversations that help 
teachers both engage with the reforms, identify, then resolve any dilemmas the 
reforms pose. With this kind of contextualised and shared professional development, 
the curriculum absence mode of recontextualisation that was evident in this study 
could be avoided.  
8.7 CONTRIBUTION TO RESEARCH METHODOLOGY  
This study used observations and interviews as the most effective way to obtain 
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reforms. The combination of those methods of data collection is stronger than one or 
the other method alone, because curricular reform and its implementation involves 
the planning, thinking and acting of the recontextualising agents. In particular, that 
combination of interview and observation allowed curricular absence to be 
empirically captured.  
The sequence of the data collection phases, which comprised of a) interview 1 
b) class observations, then c) interview 2, enabled the teachers to enrich and 
elaborate their explanations. As a data source, the observations were considered to 
augment the information provided by teachers in interview 1. As well, this sequence 
allowed the observations to inform interview 2 questions which aimed to probe 
teachers’ thinking behind their observed actions. In each second interview, the 
teachers were more candid since my relationship with them had become closer and 
more trusting after several meetings and contacts. In this phase, teachers spoke more 
freely with me regarding their beliefs and practices.  
The richness of data collected from interviews and observations led to 
challenges in data presentation. Challenges around the translation of data are not 
exceptional since translation is an inherently political matter (Brownlie, 2007). The 
subjectivity of the researcher as translator in making judgments around wordings 
inevitably influenced the translated transcripts. Such tension continually arose 
around whether to keep the Indonesian wording/colloquialism to retain its original 
meaning, or to make the expression appropriate to the target language. To mitigate 
this challenge, a member checking approach was taken in this study for the 
translation as well as the transcript. Given the participants were bilingual EFL 
teachers, the translated data was given back to each teacher, to check. I asked them to 
contact me if they had any objections or queries regarding the translated version. 
Further, I also contacted each participant to ascertain whether they had any such 
issue.  In addition, member checking also mitigated my dilemmas regarding ethical 
translation since I allowed the teachers to be involved in the process of interview 
translation prior to analysis. More importantly, member checking aligns with the 
epistemological stance that I adopted in this study; it allows both parties—researcher 
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To summarise, empirical research undertaken in settings beyond English-
speaking ones that requires data translation is necessary to contribute to the 
international literature and to correct Euro-centrism in the scholarly field. Despite 
challenges in translation, such research will contribute to the emergence of research-
based knowledge from non-Anglo-phone settings to enrich and develop social 
theory.    
8.8 THE LIMITATION OF THE STUDY 
The research design was necessarily pragmatic as to what was possible in terms 
of time and resources and therefore must acknowledge its limitations. This study was 
conducted in one municipality of Indonesia with a small number of participants.  
Despite this particular setting and its limited number of participants, a careful 
stratification of the sample has made visible the patterning in the practice of teachers, 
according to their professional status and working conditions, conditions that could 
be extrapolated across Indonesia. The educational policy that sustains the 
stratification of the teaching workforce applies across Indonesia and in this way, the 
sampled teachers’ work conditions in both the state school and private Islamic school 
sectors can be considered typical and representative. Although the findings of this 
study should not be generalised unproblematically to the whole national context, it 
could be considered indicative of how Indonesian EFL teachers of different status 
have coped with the new reforms.  On the other hand, the particularities of this study 
challenge the generalisability of much of the Western literature on teacher 
professionalism that assumes uniform strata of teachers with ongoing access to 
professional development, and conducive work conditions. This study assumes that 
teachers’ professionalism is not a personal disposition to engage with curricular 
reforms, but rather, relates to how the larger system supports teachers to cope with 
curricular reform while adapting it to teachers’ working conditions. 
8.9 FUTURE RESEARCH DIRECTIONS  
This study focused on the experiences of teachers as agents of 




Chapter 8: Teachers’ dilemmas with CE within SBC  
 
  
teachers working in state schools and private Islamic schools produced different 
dilemmas, different resolutions, and different recontextualisations. State school 
teachers in the sample, who were privileged in their systemic treatment, displayed 
higher ranking recontextualising models; the latter, who received less opportunity for 
professional learning, were largely trapped in the model of curriculum absence.  
Another set of tensions that has not been analysed in any depth here is the 
commitment of the head of PRF organisations to enhancing private Islamic school 
teachers’ professionalism. Such a focus fell outside the scope of this particular study, 
but would be an important line of inquiry to pursue. There is also the potential to 
conduct a larger scale study using quantitative survey methods, to build on this 
study’s rich qualitative work, and test its generalisability across Indonesia more 
broadly.   
In terms of morality in curricular reform, more countries are pursuing some 
forms of character education as their response to social change (Section 3.3.1). More 
importantly, any curricular reform will be political (Section 3.2.1) since potential 
values and beliefs compete to dominate within curricula. Hence, it is important to 
conduct research in order to portray the curricular politics of morality in other 
settings, and then compare across settings to better understand the interaction 
between secular and religious moralities in education, including the unique space of 
language education.  
Additionally, English is taught as EFL in many different parts of the world, 
where similar concerns about the inherent values the language carries could arise. 
Thus research exploring EFL teachers’ dilemmas and resolutions across different 
countries would be valuable to better understand EFL teachers’ experiences and 
dilemmas in many different contexts. In addition, a similar research question might 
also be addressed to teachers of other curricular subjects—in particular, Bahasa 
Indonesia and History—since national language and history are typically curricular 
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8.10 CONCLUSION  
This research identified three dilemmatic spaces experienced by teachers in an 
EFL context. These three dilemmas include dilemmas regarding two opposing 
curricular reforms, dilemmas around recontextualising CE, and dilemmas with 
English as a subject. Each dilemma was resolved differently by the two groups of 
teachers depending on their levels of understanding, working conditions and 
opportunities for professional learning.  
Despite the significance of the work by Berlak and Berlak (2012) in theorising 
dilemmas in schooling and patterns of resolution, Fransson and Grannäs’ (2013) 
reconceptualisation of dilemmatic space was pivotal to the results of this study. Also 
Bernstein’s (2000) concepts of recontextualisation helped this study to illustrate the 
potential in different models of curriculum implementation resulting from teachers’ 
orientation to dilemmatic space.    
In addition, the intersection between secular and religious morality in 
schooling has indicated teachers’ tensions around prioritising their own professional 
values in classes. The SBC that enabled the school community and individuals to 
promote these values has made the deep layer of religious morality and how it 
intruded in the EFL classes evident in this study 
Besides the three recontextualising models of curriculum developer, 
curriculum servant, and curriculum absence, this research has described the typical 
patterns of resolutions for two groups of teachers. This finding captures how the two 
groups of teachers acted for the best.  In this way, the system’s investment emerged 
as the most significant factor to enable teachers’ productive engagement with the 
dilemmatic space of curricular reforms. The more learning opportunities the teachers 
had, the more aspects and options they could consider. The more aspects they 
considered, the more attempts the teachers made to resolve their dilemmas.  
Through the concepts of Bernstein’s classification and framing, and other 
studies of curricular reform such as Luke et al. (2012) and Schleicher (2008), this 
study demonstrated how Western approaches to curricular reform and teacher 
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framing of SBC that is supposed to re-professionalise teachers benefitted a certain 
group of teachers but de-professionalised the other group. It de-professionalised 
some teachers in a way that rendered the teachers less compliant with what they were 
supposed to do and perplexed about what to do.   
In addition, the intersection between theory of language teaching/learning 
(Kumaravadivelu, 2001) and Bernstein’s theory of framing in control and power 
relations helped this study to identify the enactment of CLT in particular context 
such as the selective state schools. However, the CLT method as conceptualised by 
Western scholars and aligned with Indonesian SBC was also shown to be 
unworkable in classrooms marked by student disruption. As a result, the combination 
of CLT and SBC could not shift these teachers’ practices or their model of teacher-
students relation. In this way, this study was shown how policies and pedagogic 
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A Lesson Plan 
RENCANA PELAKSANAAN PEMBELAJARAN 
(RPP) 
 
Nama sekolah                 : ...................... 
Mata Pelajaran : Bahasa Inggris 
Kelas/Semester  : VII (Tujuh) / 1 
Standar Kompetensi    : 1.   Memahami makna dalam percakapan transaksional dan 
interpersonal  sangat sederhana untuk berinteraksi dengan 
lingkungan terdekat 
Kompetensi Dasar       : 1.1 Merespon makna dalam percakapan transaksional (to get things 
done dan  interpersonal (bersosialisasi) yang menggunakan ragam 
bahasa    lisan sangat sederhana secara akurat, lancar, dan 
berterima untuk berinteraksi dengan lingkungan terdekat yang 
melibatkan tindak tutur: menyapa orang yang belum/sudah 
dikenal, memperkenal-kan diri sendiri/orang lain, dan memerintah 
atau melarang 
Jenis teks  : Transactional / Interpersonal 
Tema    : Personal Life 
Aspek/Skill  : Mendengarkan 
Alokasi Waktu  : 2 x 40 menit 
 
1. Tujuan Pembelajaran 
Pada akhir pembelajaran, siswa dapat: 
a. Menjawab pertanyaan berdasarkan suatu percakapan secara berani ( courage ) 
b. Melengkapi keterangan pada gambar  
c. Merespon pertanyaan  
d. Merespon instruksi 
 
 Karakter siswa yang diharapkan :   Dapat dipercaya ( Trustworthines) 
Rasa hormat dan perhatian ( respect ) 
Tekun ( diligence )  
Tanggung jawab ( responsibility ) 




2. Materi Pembelajaran 
a. Communication Practice (halaman 3, 4, 13, 14, 25, 51) 
 Rekaman dan script dialog 
 Rekaman percakapan, gambar dan pilihan jawaban 
b. Recalling Vocabulary ( halaman 2) 
 Rekaman dan gambar 
c. Grammar Practice (halaman 8, 16) 
 Penjelasan dan latihan 
 
3. Metode Pembelajaran: three-phase technique 
 
4. Langkah-langkah Kegiatan  
 
a. Kegiatan Pendahuluan 
Apersepsi :  
 Tanya jawab tentang gambar 
 Tanya jawab melibatkan berbagai ungkapan sapaan 
Motivasi :  
 Menjelaskan pentingnya materi yang akan dipelari berikut kompetensi yang 
harus dikuasi siswa 
 
b. Kegiatan Inti 
Eksplorasi 
Dalam kegiatan eksplorasi, guru: 
 Melibatkan peserta didik mencari informasi yang luas dan dalam tentang 
topik/tema materi yang akan dipelajari dengan menerapkan prinsip alam 
takambang jadi guru dan belajar dari aneka sumber; 
 Menggunakan beragam pendekatan pembelajaran, media pembelajaran, 
dan sumber belajar lain; 
 Memfasilitasi terjadinya interaksi antarpeserta didik serta antara peserta 
didik dengan guru, lingkungan, dan sumber belajar lainnya; 
 Melibatkan peserta didik secara aktif dalam setiap kegiatan pembelajaran; 
dan 
 Memfasilitasi peserta didik melakukan percobaan di laboratorium, studio, 
atau lapangan. 
Elaborasi 
Dalam kegiatan elaborasi, guru: 
 Membiasakan peserta didik membaca dan menulis yang beragam melalui 




 Memfasilitasi peserta didik melalui pemberian tugas, diskusi, dan lain-lain 
untuk memunculkan gagasan baru baik secara lisan maupun tertulis; 
 Memberi kesempatan untuk berpikir, menganalisis, menyelesaikan 
masalah, dan bertindak tanpa rasa takut; 
 Memfasilitasi peserta didik dalam pembelajaran kooperatif dan kolaboratif; 
 Memfasilitasi peserta didik berkompetisi secara sehat untuk meningkatkan 
prestasi belajar; 
 Memfasilitasi peserta didik membuat laporan eksplorasi yang dilakukan 
baik lisan maupun tertulis, secara individual maupun kelompok; 
 Memfasilitasi peserta didik untuk menyajikan hasil kerja individual maupun 
kelompok; 
 Memfasilitasi peserta didik melakukan pameran, turnamen, festival, serta 
produk yang dihasilkan; 
 Memfasilitasi peserta didik melakukan kegiatan yang  menumbuhkan 
kebanggaan dan rasa percaya diri peserta didik dengan bertanggung 
Jawab (responsibility) 
Konfirmasi 
Dalam kegiatan konfirmasi, guru: 
 Memberikan umpan balik positif dan penguatan dalam bentuk lisan, 
tulisan, isyarat, maupun hadiah terhadap keberhasilan peserta didik, 
 Memberikan konfirmasi terhadap hasil eksplorasi dan elaborasi peserta 
didik melalui berbagai sumber, 
 Memfasilitasi peserta didik melakukan refleksi untuk memperoleh 
pengalaman belajar yang telah dilakukan, 
 Memfasilitasi peserta didik untuk memperoleh pengalaman yang bermakna 
dalam mencapai kompetensi dasar: 
 Berfungsi sebagai narasumber dan fasilitator dalam menjawab 
pertanyaan peserta didik yang menghadapi kesulitan, dengan 
menggunakan bahasa yang baku dan benar; 
 Membantu menyelesaikan masalah; 
 Memberi acuan agar peserta didik dapat melakukan pengecekan hasil 
eksplorasi; 
 Memberi informasi untuk bereksplorasi lebih jauh; 
 Memberikan motivasi kepada peserta didik yang kurang atau belum 
berpartisipasi aktif.  
c. Kegiatan Penutup 
 Dalam kegiatan penutup, guru: 
 bersama-sama dengan peserta didik dan/atau sendiri membuat 
rangkuman/simpulan  pelajaran; 
 melakukan penilaian dan/atau refleksi terhadap kegiatan yang sudah 




 memberikan umpan balik terhadap proses dan hasil pembelajaran; 
 merencanakan kegiatan tindak lanjut dalam bentuk pembelajaran remedi, 
program pengayaan, layanan konseling dan/atau memberikan tugas baik 
tugas individual maupun kelompok sesuai dengan hasil belajar peserta 
didik; 
 menyampaikan rencana pembelajaran pada pertemuan berikutnya. 
 
5. Sumber belajar 
a. Buku teks yang relevan :  Kaset/CD   
b. Narasumber, Kaset/CD   
c. Script percakapan dan/atau rekaman percakapan 












- sapaan orang yang sudah / 
belum dikenal 
- Perkenalan diri sendiri / orang 
lain 








  lisan 
1. Listen to the expression and give 
response orally 
    1. Good morning. How are you ? 
        ……………………………….. 
    2. Hi, I ‘m Reno and you are ? 
        ……………………………….. 
    3. Are you Anisa ? 
        ………………………… 
    4. Hello, it’s nice to meet you 
        ………………………….. 
    5. Who is that girl 
        ………………………. 
II. Listen to the expression and choose the 
best responses,  
      A, B, C, or D 
    1. A.  : Hello, how are / 
        B   : ………. 
a. Yes, it is                                 c. Thank 
you 
b. I ‘ Renny                                 d. Don’t 
worry 
    2. A   : Is that your sister, Anna ? 
        B   :  …………. 
a. Yes, it is                         




c. No, she is not here         
d. Very well thanks 
    3. A   : Budi, this is my friend, Susan 
        B   : Hi, Susan……. 
        a. Fine, thank                     
 c. Nice to see you 
        b. It ‘s OK                          
d. I ‘m alright 
 
a. Rubrik Penilaian 
 
 
      b. Kunci Jawaban.  : Terlampir 
c  Pedoman Penilaian. 
1. Untuk No. 1 tiap jawaban benar skor 3 
2. Untuk No. II, tiap jawaban benar diberi skor 2 
3. Jumlah skor maksimal    I  5 x 3 = 18 
i. II  5 x 2 = 10 
ii. Jumlah    25 
4. Nilai maksimal 10 
                                        Skor Perolehan   
5. Nilai Siswa =                             X 10 
                                   Skor Maksimal 








Drs. Sukipal Suwithono 
NIP. 19900127 200701 2 010....... 
........., ....................20..... 






NIP. 19900127 200701 2 010 
No. Uraian Skor 
1. Isi benar, tata bahasa benar 
Isi benar, tata bahasa kurang tepat 







II. Setiap jawaban yang benar 
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The internal coherency of research questions, theoretical concepts, instruments for data generation and Analysis questions 
Research 
Questions 
Theoretical Concepts Instrument for  Data Generation 
  Interviews                                                                      observations  
Analysis Questions  
What do teachers say about: 


















INTERVIEW 1:  
 Tell me  how your role has changed with 
school-based curriculum (Work, 
responsibilities) 
 As a teacher what is your role in 
developing students’ moral values? How 
do you do this? 
 How would you describe the current 
character education curriculum?  
 Tell me about how your role has changed 




How strongly classified in their construct of knowledge about values? 
How strongly framed are the roles they describe for teacher? 
 
How do they describe the relationship between ORF and PRF? 
 re SBC, and 
 re character education 
 
 










 What choices have you made about 
implementing character education in 
your EFL classroom? 
 Have you had any problems or difficult 
decisions to make?  
compromises?  
How the stipulated values 
transmitted? Visible or 
invisible?  
Where are the tensions in their context?  i)Do they report that F+ curriculum 
reform is a problem with F- SBC?; ii)Do they report that values in EFL work that 
clash with values in curriculum reform?  
Do they report that Values in EFL match values in curriculum reforms? 
What similarities and differences are there between the teachers?  
Do the public and private school teachers as groups report different problems? 











dilemmas:  Personal 




Tell me about how you plan your lessons – 
what goes through your head? 
INTERVIEW 2: 
 Why did you choose those target values 
from the eighteen values offered by 
MOEC for that lesson? 
 How do you select the values for each 
lesson? 
 How do you decide the order of 
values to teach? (Difficulties)  
 How do you decide how many values to 
cover each lesson?  
 What dilemma do teachers describe in selecting, sequencing, prioritising the 
curricular content?  
What criteria are they using to select, sequence and pace curricular content? 
What space for professional judgement do the teachers describe? (What degree 
of professionalism does this reflect?)  
Do different groups of teachers respond differently?  
How do their responses refer to a) personal relevance to students, and b) 
accountability to the official curriculum  
Which is given more prominence? Do they express any personal relevance in 
their curricular selection?  









Classification of T’s 
Role – general or 
specific? 
INTERVIEW 1: 
Do you consider yourself a teacher of 
children, or a teacher of English?’ 
 
 
How stronger framing in terms of character education policy in Indonesia leads 
to teachers’ dilemmas in control set and societal set?  
the significance of students’ whole development, including manners, behaviour 
and conduct 
the significance of controlling  students’ time outside school rather than  at 
school/classroom only  
the significance of socialising students to the adult world together with rules and 
regulation to obey 
 
Values expressed in account for homework strategy.  
Classification between home and school 
 
Construction of childhood (constructed as mini-adults or young children) 
 
 
Control set dilemmas 
 
 
INTERVIEW 1:  
Do you set homework? How much? Tell me 
why?  
INTERVIEW 1 
How do you like to run your classroom? 




Societal set dilemmas  
 
RD 
How would you like to design your EFL 
classes?  
Observing how teachers regulate 
and arrange the classroom (RD)  :  
Grouping strategies   
Teachers’ responses to uncivil 
students  
INTERVIEW  2: 
I saw you (grouped) the students, for what 
purpose? 





Concept of a good 
student 
How would you like students to behave 
ideally? (In the classroom, Beyond the 
classroom) 
Observing who is rewarded and 
who is punished  
for what? 
Does character education policy inform the  teachers’ concept of a good 
student? 
 
Do different groups of teachers respond differently?  
 
judgment of a good student 
Successful character education curriculum 
INTERVIEW 2:  
How much do you think the students learnt 
about (values) today? 
What was your thinking behind your  
action1/action2... 
What kinds of  student 
answers/responses are endorsed  
Concept of  a good 
teacher  
Tell me about what you think makes a good 
teacher? 
INTERVIEW2: what went well in that lesson?   
 What Criteria are constructed for a good teacher   - map that to degrees of 
professionalism 
3. How do they 
resolve these issues 
in their teaching?  
 
Patterns of resolution 






Why did you choose... 
 
What was your thinking behind your  
action1/action2...  
What overt instruction is given 
about values?  
What values are expressed in the 
selected EFL texts? 
What values are invoked across 
the conduct of the class?   
How does the teacher do 
character education - a separate 
lesson phase, or integrated?  
What patterns of resolution teachers perform in their pedagogic practice? 
Is CE a separate mini-lesson (C+), or is it integrated in the EFL lesson (C-)?  
Their experience in recontextualising the two curricular reforms  
Challenges in the  implementations of school based curriculum and character 
education curriculum 
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Interview and Observation schedule  
 
 
The Interviews and observations were conducted after ethical clearance /permission from Ethic Unit is obtained  
 December 2012 January 2013 February 2013 March 2013 April 2013 
activities 1  2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 
Ethic registration and ethics approval  v v v v                 
Access the schools     v                
School 1      v v              
School 2        v v            
School 3          v v v         
School 4             v v       
School 5               v v v    
School 6                  v v v 
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QUT Ethics Approval Certificate  
 
(See the next page) 
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An example of Principal’s letter to invite teacher participants  
(TO BE TRANSLATED)  
The email script to be sent to my potential research participants  
 
 
Subject Title:  An invitation to participate in research about EFL teachers and curricular reform.  
 
Dear teachers, 
I send this email on behalf of Uswatun Qoyyimah. She is from the Faculty of Education, Queensland 
University of Technology, in Brisbane, Australia. She is doing research about  EFL teachers’ 
engagement with recent curricular reforms in character education for her PhD. I would like to invite 
you to be a participant in her research. You are selected to be a potential research participant since 
you meet the criteria made by the reseacher:  teachers who have been working in their school for 
more than nine years and will therefore have experienced two curricular reforms over their career.     
 
 She would interview you and observe some of your classes.  
 
I attach for your information a sheet with further details on the study so you can understand what 
the research is about, the expected benefits, and what your participation would involve. I also 
attach a consent form. Please read the documents carefully, and if you are happy to be a 
participant, please return the completed consent form to her by ..... (date).   
 
Please note that this study has been approved by the QUT Human Research Ethics Committee 
(approval number 1300000002). 
 
If you have any questions, please don’t hesitate to contact the researcher:  
Uswatun  Qoyyimah, PhD Candidate, Faculty of Education, Queensland University of Technology,  
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Participant information prior to interviews and observations 
 
 
PARTICIPANT INFORMATION FOR 
QUT RESEARCH PROJECT 
Teachers’ Interviews  and observation  
EFL Teachers’ professional Dilemmas with Moral Curricular 
Reform in Indonesia  
QUT Ethics Approval Number 1300000002 
RESEARCH TEAM   
Principal 
Researcher: 




Dr.Catherine Doherty, Faculty of Education,               (c.doherty@qut.edu.au) 
Dr. Beryl Exley, Faculty of Education,                            (b.exley@qut.edu.au) 
Prof. Annette Patterson, Faculty of Education,           
(annette.patterson@qut.edu.au) 
DESCRIPTION 
My research seeks to understand how EFL teachers in Indonesia are working through the current 
curricular reforms in character education (2010) and school-based curriculum (2004). I am interested 
to understand the implementation of those curricular reforms in classroom. 
You are invited to participate in this project because you are an English teacher who has been working 
in the same institution for at least six years, and have experienced these two curricular reforms. This 
project is part of my Doctoral degree.   
PARTICIPATION 
I would like your permission to attend and observe three of your classes. I would also appreciate your 
permission to record these classes with audio equipment for more detailed analysis later. This 
recording will not be used for any other purpose, and will not be listened to by anyone else. The files 
will be kept in a secure place that only the research team can access. If you don’t feel comfortable 
about the audio-recording, it could still be possible to proceed without it.  
I also ask your permission to interview you on two occasions and record the interviews with an audio -
recorder. The interviews will be conducted at a time and place convenient for you. Each interview will 
take up to 1 hour. The questions will include: How has your role changed with school based 
curriculum? How would you describe the current character education? and, How do you see your role 
in developing students’ morals and values? The interviews will be audio-recorded, transcribed and 
translated. You will have the opportunity to verify your comments and responses prior to the final 
record of your interviews. 
Your participation in this project is entirely voluntarily. If you do agree to participate, you can 
withdraw your consent without comment or penalty if you change your mind. Your decision to 
participate or withdraw will not impact upon any current or future relationship you might have with 
QUT or with your school.  
PRIVACY AND CONFIDENTIALITY 
All comments and responses will be treated confidentially.  Any research publications will use 
pseudonyms for names of people, places and institutions so your identity and your school’s identity 





While this project may not benefit you directly, it will have the capacity to benefit teachers’ 
professional development and policy processes over time.  To recognize your contribution and to say 
thank you, the research team is offering participants a shopping voucher equivalent to Rp. 200.00,00 
or AUS $20.00.  
RISKS 
There are no risks beyond normal day-to-day living associated with your participation in this project. 
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If you have any questions or require further information please contact me:  
Uswatun Qoyyimah Phone:  0452 212 599   Email: qoyyimah.uswatun@student.qut.edu.au 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE 
PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you 
do have any concerns or complaints about the ethical conduct of the project you may contact the QUT 
Research Ethics Unit on [+61 7] 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research 
Ethics Unit is not connected with the research project and can facilitate a resolution to your concern in 
an impartial manner. 














The closest meaning in English or 
English explanation 
Additional information 
‘quotation’ Name of stipulated or intended CE 
values 
… Beginning or continuation of talk omitted 
“double quotation” 
{ } 
participants’ utterance in English  





















Site : School 1/2/3/4/5/6                                                    Grade : VII                                                Date : 
d/m/year                              
Lesson Title :                                                                     Lesson plan: available/not available        
Notes :  
 Values nominated :  





Time ID RD: selected moment.   
 explicit/ implicit values 
reward and punishment  
Lemke’s terms   
Preliminary Lesson Activities  






Lesson Activities  
    
Closing  








Appendix I  
An example of observation note 
 
Site : School 3                                                                                Class/room : VII C                                                
DATE : 18/01/2012                              
Lesson Title : interpersonal/Greeting Cards                               Lesson plan: available  
 grade 7 
 31 students (15 boys, 16 girls) 
 Value inserted in lesson plan: cooperation  
 All girls are wearing hijab except one girl.  
 Students are well behaved: No one yelling and shouting or teasing other friend. 
 This is the last session of the day. Students in Indonesian schools go home earlier on Friday   
 
Time ID RD: selected moment.  
 explicit/ implicit values 
reward and punishment  
Lemke’s terms   
Preliminary Lesson Activities  
10.50  When the teacher enters the classroom, 
students have stood up to greet teachers and 
say “Good morning, Mum!” 
Teacher, “Good morning students, how are 
you, today?” 
Students, “Good, thank you. And you?” 
Teacher, “I am good”   
Greeting  
10.53  Teacher makes sure everyone attends the 
class  
Taking Attendance  
Lesson activities  
10.55 Teacher introduces topic: 
Greeting cards. 
Different types, functions,  
for graduation, valentine, 
Iedul Fitri (Moslem 
celebration), and Birthday 
cards 
 Teacher Exposition   
11.06  Teacher asks students to work with their 
peers. Teacher groups Ss to discuss a card. 
Preparing for Group 
Work  
11.09 Teacher gives a dummy of 
card. Groups are required to 
find the sender, the receiver, 
the message and the event.  
For example: The cards are  
“25 anniversary of mom and 
dad’s marriage” and “A 
whish for a friend’s recovery 
from illness”  
 Group Work  
11.24  Teacher asks class to give applause to any 
students who can answer the questions and 
for their participation.  
 
Going over Group 
Work  
11.26 Teacher gives a task to work 
individually. Students 




identify the types of cards in 
the text book  
11.27  Teacher says, “Do you remember your 
parents’ birthday?  
The class: silent 
Teacher: ‘ Remember your parents’ 
birthday! Not only your boy or girl friends”.  
Teacher tells students the importance of 
giving cards teacher: “It shows that you 
care” 
Reprimand 
11.40  Teacher offers the correct answer Going over Seat 
Work  
11.44 Game “find your soul mate”:  
four girls and four boys are 
standing in front. They have 
to find the couple that brings 
the suitable cards for them. 
Boy friend’s anniversary, 
valentine, when the girl sick, 
and when the ex-girl friend 
gets achievement 
 Games  
12.00 Teacher teaches so many 
romantic phrases in English 
 Teacher Exposition 
12.04 Teacher asks students to 
create any card with its 
decoration. 
 Seat Work  
12.05  Teacher negotiates with students about the 
homework. “Can I do the task directly to my 
laptop?” 








12.00  The bell rings, teacher asks students to finish 
the cards at home  
Set Homework   
12.01 Praying This is the last meeting, teacher asked 
students need to pray before leaving the 
classroom/school 
Ritual Activity  
12.02  Teacher “See you next time”  Greeting  
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Classroom ID—what  the 
lesson  
Value nominated  RD—what   kinds of activities 
did the class involve 
Selected moments  Trouble episodes (RD) 
behaviour/ manners/ 
conducts   
School Values reflected in 
the classroom  
1 Expression of 






Salam (Greeting) Teacher 
exposition, pronunciation Drill, 
teacher check, Group Work, 
students’ presentation, 
translation check. Salam 
(greeting) 
 
Moral teaching as a 
mini lesson to remind 
student for being 
‘courage’  
no  all female students wearing 
hijab  
 
2 Expression Like 






Salam (Greeting) Teacher 
exposition, pronunciation Drill,  
teacher check, Group Work, 
students’ presentation, 
translation check, praying 
before leaving the class, Salam 
(say goodbye),Students shake 
and kiss teachers’ hand 
 
When class was doing 
group work, Astuti 
suddenly reminded 
her class of the 
importance of 
‘responsibility’ while 
asking her students to 
finish their work 
no all female students wearing 
hijab 
 







Salam (greeting) Teacher 
exposition, pronunciation Drill,  
teacher check, Group Work, 
students’ presentation, 
translation check, triadic 
dialogue, Salam (says goodbye)  
  1 reprimand  
(teacher reprimands 
a students who 
would not start the  
work as he feels 
tired)  
 All female students 
wearing hijab  
 Students shake and kiss 
teacher’s hand before 
leaving school  
 
 Notes:  
 she introduced the same values for all classrooms (different ID)  
 no interruption made by students  
































the lesson  
Value 
nominated  
RD—what   kinds of 
activities did the class 
involve 
Selected moments  Trouble episodes 
behaviour/ 
manners/ 
conducts   
School Values 








Salam (Greeting), prying 
before starting the day , 
Teacher exposition, 
interactive explanation, 
pronunciation drill,  Seat 
Work, media presentation, 




 ..Teacher asks students to conclude the moral 
values of the story to obey and respect parent 
especially mother 
 In Interactive explanation, teachers keep asking 
students to express their feeling.   
 Teachers modelled democratic values by having 
students answer her question without fear. No 
matter the answer was right or wrong 
 ..pronunciation drill taught students to be 
“precise”  




 ritual activity 
before starting the 
lesson  






Salam (Greeting), taking 
attendance, review, 
teacher Exposition, triadic 
dialogue, pair work, 
teacher check, seatwork,  
pronunciation drill, 
reading aloud, Salam 
(greeting for closing) 
 ..Teacher touches  a student hair smoothly while 
asking him to have his hair cut 
 Pair work—modelling the cooperative 






all female students 





love to read   
and precise 
 
Salam (Greeting) Teacher 
Exposition, group work, 
seat work, Board-work, 
Teacher check, teacher 
summary, Triadic 
dialogue, Pronunciation 
drill, Salam (greeting for 
closing) 
 Reading a story (to instil ‘love to read’ value)  
 reprimandT asking a student to tidy up his 
uniform (dress) 
 In teacher-student dialog, teachers remind 
students to perform prayer on time.  
 teacher sums up the moral values of the story 
in order to succeed, we need to work hard, pray 
to Allah 









All female students 
wearing hijab  
Ritual activity before 
leaving the school  
Students shake and 






- Visible/invisible pedagogy of morality 




























Classroom ID—what  





RD—what   kinds of 
activities did the class 
involve/stage 
Selected moments  Trouble 
behaviour/ 
manners/ 
conducts   
School Values reflected in the 
classroom/enacted curriculum  
1 Narrative text  curiosity, 
cooperation, 
care, respect and  
religiosity 
 
Greeting, teacher exposition, 
media presentation 
(brainstorming), storytelling, 
group work, seatwork, 
singing English songs, 
students evaluation,  Closing  
 Curiosity was modelled 
through brainstorming 
activities in the beginning of 
the lesson 
 Cooperation was modelled 
through work group 
 teacher told students  the 
importance of love  
 teacher teaches morality 
from the story (love, respect 
parents, generosity)  
 teaching morality explicitly   
No  Most female students wearing 
hijab  




Greeting, teacher exposition, 
media presentation, 
storytelling,  seatwork/pair 
work, singing English songs, 
Closing  
 teacher teaches morality 
from the story (love, respect 
parents, generosity) 
No Most female students wearing 
hijab 




Greeting, teacher exposition, 
media presentation, 
storytelling, group work, 
seatwork, singing English 
songs, students evaluation, 
Prying for leaving school, All 
students shake and kiss 
teacher’s before leaving 
classroom    
 teacher told students the 
importance of respecting  
parents  
 teacher modelled the value of 
‘love’ to students and  the 
importance of love through 
her ID 
 
No  All female students wearing 
hijab except one  
 Ritual activity before leaving 
the school—praying  
 Students shook and kissed 
teachers’ hand before leaving 
the school  
Notes -  Citra inserted many different values in her lesson plan  
- Applied various teaching activities to make such interesting English classroom  
- Teacher’s personal religious values influenced the English classroom. She teaches and models the core values of Christian.     
- Students were well behaved and no one made such disruptive conduct.  





























Classroom ID—what  
the lesson  
Value nominated  RD—what   kinds of 
activities did the class 
involve 




conducts   
School Values reflected in the 
classroom  
1 Surprise 
expression   
confidence, 
appreciation of work 
and achievement of 









check, group practice, 
teacher evaluation, 
setting homework, 
Salam (greeting for 
closing)  
 no   12 female students are 
wearing hijab , six female 






appreciation of works 
and achievement of 
others, thinking 
critically and logically 
 
Salam (Greeting), 




teacher check, copy 
notes, triadic dialogue, 
seatwork, Salam 
(greeting for closing) 
 Reprimands students to work as a 
team, share ideas, not to be dominant 
and regard other group members 
 No  
 
 13 female students are 
wearing hijab , four 
female students are not  
 Ritual Activity  to start 
school day by reciting  
Qur’an  
 
3  Narrative 
Text 
   
responsibility, 
confidence, honesty, 
appreciation of works 











greeting for closing 
 Remind students how to do as a 
team. “Be supportive and 
participative  to get the best result”  
 While students are working, Teacher 
says “It is individual work, so you 
need to do your own work. No 
cheating, be honest”  
 Asking students to perform their 
work 
 Giving applause to all performance 
no  12 female students are 
wearing hijab , six female 





























ID—what  the 
lesson  
Value nominated  RD—what   kinds of 
activities did the class 
involve 
Selected moments  Trouble episodes 
behaviour/ manners/ 
conducts   
School Values 
reflected in the 
classroom  
1 Descriptive  





Salam (Greeting), prying,  
teacher exposition, Copy 
notes, group work, 
translation check, board 
work, taking attendance, 
motivation, Salam 
(greeting for closing) 
 Teacher said verbally the values to 
teach in the beginning of the lesson  
 Teacher models religiosity through 
the actor in description text  
 Students shout/yell each other.   
 Students leaved classroom without 
asking teachers’ permission  
Disorientation 
2 Interruptions  
Single sex school, all 
students are wearing 
hijab 








Salam (Greeting), prying, 
teacher exposition, 
reading aloud,  teacher 
check, group work, taking 
attendance, Salam 
(greeting for closing)  
 Teacher said verbally the values to 
teach in the beginning of the lesson  
 
 When the teacher finds students work 
individually he said to the class 
“Please work cooperatively with your 
group, don’t be selfish” 
 
1 Reprimand 
1 interruption  
Students going to 
toilet frequently 
without asking 
teacher permission  
Single sex school,  
all students are wearing 
hijab 
3  Narrative Text 





Salam (Greeting), prying,  
review, teacher 
exposition, copy notes, 
seat work, teacher check, 
board-work, Motivation, 
teacher summary, Salam 
(greeting for closing) 
 Teacher said verbally the values to 
teach in the beginning of the lesson  
 
 No response from teacher when he saw 
a student out of classroom without 
asking teacher’s permission, contradict 
with the values the Teacher had 




reminds students to 
regard and respect  
teacher 
 
Teacher says thanks and 
he  prays for respectful 
students  
Notes   The classes were begun with articulation of the objectives, purposes of teaching and learning, including the nominating values to learn 
by students  
 Character education was implemented as Mini lessons in classroom: Edi often give speeches about the importance of being a respectful 
people, being a good Moslem, the importance of praying. 
 The nominating values were less modelled in classroom. For example, although respect is nominated as values to model/to learn, Edi 































Classroom ID—what  the lesson  Value nominated  RD—what   kinds of 
activities  
Selected moments  Trouble episodes behaviour/ 
manners/ conducts   
School Values 
reflected in the 
classroom  
1 Transactional/interpersonal
: Ask for 
things/opinion/helps, 
Accept and Deny 
 
polite, hardworking, 
respect others opinion, 











Salam (greeting for 
closing) 
This classroom has a 
“problematic” student who 
always wants to get 
attention from teacher.  
Cooperative is modelled 
through students’ 
workgroup 
 Interruptions,  
 Disorientation 
 reprimand  
 2 external text dialogues 
Luminal period 
 Students go to the 
toilets frequently  
Single sex classroom  
2 Recount text : Past 
Progressive Tense 
 
cooperative, love to read, 






triadic dialogue pair 
work, pair performance, 
set homework, Salam 
(greeting for closing)  




Other values are not 
deliberately modelled  
 2 Interruptions 
 External text dialogue 
(The classroom is silent, 
students do not give 
response when teacher ask 
some questions) 
 reprimand 
Single sex classroom  
3 Recount (continue)  
 
curiosity, love to read, 




teacher exposition,  pair 
work, teacher check, 
Salam (greeting for 
closing)  




Other values are not 
deliberately modelled 
 5 Interruptions  
(disruptive students) 
 Reprimand  
 Punishment  (teacher  
asks 2 students who do 
not bring the book, but 
making a noise to leave 
classroom) . 
 
 Ritual activity  
 Praying for their 
Kyai (imam)   
Notes   teacher has strategies to approach his disruptive classroom : to give students external dialogue, that is, to talk about something else than English  




























Classroom ID—what  the lesson  Value nominated  RD— kinds of 
activities  
Selected moments  Trouble episodes behaviour/ 
manners/ conducts   
School Values 
reflected in the 
classroom  
1 Relative pronoun  No character/values 





praying, review, teacher 
exposition, seat work,, 




(greeting for closing) 
This teacher did not 
implement c 






2 Try Out (introducing  




students try to work 







exposition, group work, 
cross discussion, triadic 
dialogues, Salam 
(greeting for closing) 
  4 interruptions (disruptive 
students)  
 Punishment (Teacher calls 
students who fall asleep and 
pulls his ear) 
 
3 Try Out (introducing 




students try to work 







exposition, group work, 
cross discussion, triadic 
dialogues, Salam  
(greeting for closing)   
  3 interruptions (disruptive 
students)  
 2 Punishment (Teacher 
approaches disruptive student 
and  pulls his ear) 
 
Notes  - This teacher did not implement the curricular reform in classroom. 


































Classroom ID—what  the lesson  Value nominated  RD—what   kinds of 




Trouble episodes behaviour/ manners/ 
conducts   
School Values 
reflected in the 
classroom  
1 Past tense and past 
continuous tense  
No value inserted in 
the lesson plan  














3 interruptions  
All female students 
wearing hijab, 
 




No value inserted 
in the lesson plan  
Greeting, praying, peer 
marking, teacher 
exposition—slide show, 
copy note, teacher 








cards   
 2 liminal period Students are still 
busy with themselves. Students keep 
sitting on their seats busy with their 
laptop, not about class work.  
Teacher asks students to switch off their 
laptop. 
 4 interruptions (issued by disruptive 
students)  
 2 physical punishments (pulling ears of 
disruptive students)  
 Disorientation  
 
 




No value inserted 
in the lesson plan 






 5 interruptions  



































RD—what   kinds of 
activities did the class 
involve 
Selected moments  Trouble episodes 
behaviour/ manners/ 
conducts   
School Values reflected in the 
classroom  












pulls student’s ear  
 5 interruptions  issued 
by disruptive students 




 Luminal period  
 Boardwork  
All female students wearing hijab  
female students sit in different 
row 





group work, teacher 
check, seatwork  
   4 interruptions  
 Confrontation  
 Disorientation 
 
 all female students wearing 
hijab 
 Ritual Activity  to start 
school day 
 







group work, board-work, 
teacher check, seatwork    
   2 disorientations  
 2 Confrontations  
 Luminal period 
 All female students wearing 
hijab  
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